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EDITOB^S PREFACE 

It was in April, 1924, at the Dallas meeting of the Board of Di- 
rectors that the idea of producing a yearbook dealing with rural 
education was broached. At that time communications were read 
from Professor Ernest Burnham and from Professor Norman Frost 
and Mr. Harold Van Buren suggesting different approaches to the 
topic. The Board deferred consideration of these several proposals 
until a later meeting when more information could be at hand. 

At the meeting in October, 1925, Professor Burnham submitted 
a more detailed proposal, but the Board, though sympathetic, felt 
disinclined to proceed until those actively interested had canvassed 
the situation even more comprehensively, and had, in particular, 
made it reasonably certain that a yearbook on rural education could 
be produced that would be representative of all the important move- 
ments and tendencies within the field. 

At the Washington meeting, February, 1926, Professor Frost sub- 
mitted in behalf of those interested in the rural education yearbook 
a formal statement outlining some ten topics for discussion, sug- 
gesting contributors, and estimating the budget needed to carry on 
the proposed program, but it was felt to be desirable, in view of the 
Society’s undertakings and certain difficulties of organization, to 
defer the appointment of a yearbook committee for a year. How- 
ever, when the year had elapsed, the Board, at its Dallas meeting, 
February, 1927, still found difficulty in agreeing upon plans and 
personnel, and it was not until the Boston meeting, February, 1928, 
that, on the basis of extended correspondence between Professor 
Koos, the Chairman of the Board, and Professor Frost, it was finally 
decided to launch the enterprise. Professors Frost, Brim, and Worfe 
were then asked to form the nucleus of a yearbook committee. Nine 
months later the Board at its Kochester meeting approved the nomi- 
nations recommended, whereby Professor Julian Butterworth, Mrs. 
Katherine Cook, and Professor Fannie Dunn joined Professors Frost, 
Brim, and Works to form a Committee on Rural Education, or- 
ganized with Professor Brim as chairman and Professor Frost as 
secretary. 

Three hundred dollars was made available for the use of this 
Committee in 1928; a like amount was added for use in 1929, and 
four hundred dollars for use in 1930. The Society has to thank cer- 
tain institutions and individuals, particularly the Chairman of the 
Committee, for subsidiary contributions toward the expenses of 
preparing this yearbook. 

It was originally intended that the material published in 1931 
by the Committee on Rural Education should comprise, within a 
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single TOltime, a first section descriptive of the present statos ^ 
rural education and a second section setting forth fundamental prin- 
ciples and policies that should guide the development of rural edu- 
cation, together with a series of statements from various leaders in 
this field showing in what respects each of them agreed or disagreed 
with the several principles and policies thus set forth. Unfortu- 
nately, these intentions could not be realized, primarily because the 
amount of material submitted for the first section considi^rably ex- 
ceeded the space available for the use of the Committee. The diffi- 
culty thus presented did not become fully clear until the MSS. for 
the present volume began to reach the editor’s desk. Professor Brim 
was then just leaving this country for needed rest in Hawaii. Ac- 
cordingly, the editor, after extended conference with Professor 
Butterworth, undertook to make the deletions of material neces- 
sary to bring it within the compass of the space assigned. 

Of the first of the original two sections, some portions have been 
omitted and other portions rearranged and condensed. The editor 
accepts the responsibility for these omissions and rearrangements. 
He desires to thank various contributors for their acquiescence to 
these dispositions of their material and their willingness to coSperate 
in carrying out this never-pleasant task of discarding what has been 
laboriously created for publication; one contributor, for example, 
not only withdrew a carefully prepared and scholarly chapter, but 
also, at the editor’s eleventh-hour request, wrote a substitute chap- 
ter to fit the limited space available. 

Of the second of the original two sections, only the first of the 
chapters submitted could be retained — the one by Professor Brim 
which appears as Chapter XI. This chapter is included in the pres- 
ent report because members of the Committee were agreed (in 
Professor Brim’s absence) that the formulation of the general prin- 
ciples he presented ought to be made public now, despite the fact 
that the other chapters discussing these principles had to be deferred 
until some later report can be made. On this account the present 
volume is published as the “First Eeport of the Committee.’’ The 
editor is certain that it contributes a valuable account of the present 
status of rural education and that those who read it will look for- 
ward toward a second report, with its discussion of principles and 
policies, at an early date. 

G. M. W. 
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FOREWORD 


The function of this study is twofold: to make a summary and 
an appraisal of the status of rural education in the United States, and 
to set forth the conclusions of its leaders concerning guiding values 
and principles of procedure. 

Because of the scope of the field to be covered, the absence of re- 
liable data, the limited number of trained leaders and dependable 
field workers, scientific studies of rural education have been and are 
extremely difficult. However, in spite of the obstacles and handicaps 
that might have overwhelmed less adventurous and courageous spirits, 
those engaged in the field have made significant progress in the study 
of the various problems, in planning forward-looking programs, and 
in actual achievements in the schools. 

For evident reasons, such studies have not always attracted wide 
attention. Rural educators have lacked a medium of communication, 
save for a brief period, and even then but a small number was reached. 
Consequently, the reports of investigations have not become widely 
known among rural superintendents, principals, supervisors, and 
teachers. Because other duties called or other problems challenged, 
those not engaged specifically with the rural problem are only par- 
tially informed as to its status and achievements. 

Moreover, as in the field of general education, not all these studies 
and the deductions drawn from them have been without fault. A 
critical evaluation is needed in order that later studies may be 
more carefully guarded and that a more critical attitude may be 
fostered among those who use them. 

A summary of the existing studies, then, it was felt might bring 
the status of rural education before educators generally and rural edu- 
cators particularly, in a concise yet comprehensive way. The critical 
evaluation of existing studies would help to reveal any tendmicies to 
superficial study and unwarranted applications. It would challenge 
workers to more rigorous research, more critical interpretation, md 
the rank and file to a better evaluation of the findings. As a source 
book for those who are training workers in this field, it was thought 
such a book would furnish a much needed body of materials. Puir- 



themore, it was expected that such a study, by presenting the limita- 
tions and errors in existing studies, would reveal problems for further 
study. It was decided, therefore, to devote the major portion of this 
Yearbook to a critical summary of the existing literature of rural 
education* and to add such supplementary studies as proved essential 
for purposes of connection or organization. 

It early became evident that for interpretation of available in- 
formation as to status, as well as for guidance in further study, some 
consideration would have to be given to the philosophy or philosophies 
underlying the rural educator’s work. Science represents an attitude 
toward problems and a method of answering questions. It contributes 
somewhat in determining what goals are possible and what values are 
tenable. In the main, however, the values man holds high and the goals 
he seeks are determined by his own philosophy of life. While a sci- 
entific study of education or a review of the findings of preceding 
studies serves to reveal further questions, science does not determine 
which of these shall be investigated. The determination must be made 
on the basis of one’s system of values or one’s purposes. The Year- 
book was accordingly to be divided into two parts ; Section I, devoted 
to a critical summary of status; and Section II, devoted to a state- 
ment of principles and criteria. 

Each contributor to the first section, now represented by Chapters 
I to X, was urged to deal with his field in an impersonal manner. 
The purpose was not to 'set rural education right’ or to give per- 
sonally approved answers to the questions that arose, but rather to 
set forth the facts impartially. 

Chapter I, “The Social and Economic Status of Rural Life,’’ pre- 
sents the background against which all questions of rural education 
must be considered. Chapters II to IX consider the major phases 
of public education. Chapter X presents the status of the cooperative 
extension work in agriculture and home economics. Our original plan 
was to include a section on “The Visiting Teacher in Rural Schools,’’ 
and another on other aspects of “Adult Education’’ not included un- 
der Chapter XI. Limited space, however, has prevented this. 

In Section II we intended to present the judgments of leaders in 
the several fields of rural education as to what should be our guid- 
ing values and principles. To accomplish this end we planned to bring 

*Iii oertain fields space permitted the inclasioii or review of only a part of 
the many studies available. 
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into the open the points upon which the many leaders agree and upon 
which they differ in their philosophies of rural education, to set forth 
the nature of these differences and the reasons for them in the 
hope that each reader might thus be led to think more critically about 
his own point of view and more effectively about Ihe entire question 
of principles of rural education. 

These plans, unfortimately, have turned out to consume nuKre 
space than had been anticipated. A compromise has been effected, 
as explained elsewhere by the editor. As a result of the nec^sary 
reduction the contributions found in Chapters I to X may seem in- 
adequate. It was impossible in the limited space to get a picture of 
the whole field before the profession and yet treat each topic elabo- 
rately. Many important studies have been entirely eliminated and 
merely brief mention made of others. Moreover, all criticisms of the 
chairman’s formulation of principles had to be omitted and thin 
formulation incorporated as Chapter XI, leaving the discussion of 
the principles to a subsequent volume. 

OaviLiiE G. Bbih, Chairman. 




CHAPTER I 

ECONOMIC AND SOCIAL FACTORS OF RURAL LIFE* 

George A. Works 
Professor of Education 
The TJniversity of Chicago, Chicago, Illinois 


I. Introduction 

During the first quarter of the twentieth century, much was written 
and said in favor of using the rural schools as a means of stemming 
the movement of population from the farm to urban centers. It was 
assumed that the decline in percentage of the population that was rural 
as a result of this migration was unfortunate for the country as a 
whole and that the program of instruction in the rural school should 
be so organized as to reduce, if not to stop, the movement of popula- 
tion cityward. More recently this view has been rejected for one 
that is more consistent with the purposes of publicly supported educa- 
tion in a democratic society. There is now general acceptance of the 
idea that the aims and objectives of our public schools are the same 
for the rural as for the urban elements in our population. 

The acceptance of this view, which from the writer's angle is the 
only sound one, may result in the disregard of important factors in 
the situation unless a more careful analysis is made than is frequently 
done. Common statements are to the effect that ^Hhere is no such 
thing as rural education" or that ‘‘there is no difference between rural 
and urban education." These statements are in danger of being ac- 
cepted as an excuse for failing to make the critical analyses that are 
necessary to determine the extent to which there are differences be- 
tween the difficulties involved in developing programs of education 
for the open country and the city that are consistent with our ideals 
of the place of education in a democratic society. 

It is the purpose of this chapter to point out some of the problems 
on the economic and social side that have a significant bearing on the 

^ In the preparation of this chapter the writer is indebted to Dr. M* made 
Kendrick, Com^ University, for various hripfnl suggestions. B. M. Tisingeri 
a gmduate student at Cornell University, prepared the material presented In the 
section dealing with social faetozs. 
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possibilities of the development of a program of education conceived in 
terms of the welfare of the entire people. The reader is certain to be 
impressed with the inadequacy of the data that are presented, but the 
chapter will serve its purpose if it does no more than make clear the im- 
portance of having in our possession more information than we now 
have before the decision is made that there need be no difference be- 
tween rural and urban education. It seems clear that in their ob- 
jectives there should be no difference, but the economic and social 
conditions under which the realization of the objectives is undertaken 
may be so different that their attainment is impossible unless cog- 
nizance is taken of the differences between the two situations, the rural 
and urban. 

On the economic side the data presented relate to three questions : 
(1) the ability of the open country to support schools as compared 
with that of centers of population; (2) the burden of education in 
the open country; and (3) taxation in relation to the support of 
schools. 

The ability of a population group to support education may be 
measured in terms of its income or of the wealth per person for which 
schooling is to be provided. It is only in recent years that significant 
studies have been undertaken in this field. The magnitude of the 
problem and the complexity of the situation mean that the data ob- 
tained, while significant, are too incomplete to justify final conclusions. 

II. Farm Income 

Table I is based on a report of the National Bureau of Economic 
Eesearch (12:61, 91)*. The authors of this report comment on the 
data incorporated in Table I in the following words (11:61) : 

The figures show that the gross value of the output per person en- 
gaged in agriculture is about the same as the average annual earnings 
of factory or railway employees. From this gross output the agri- 
culturist must subtract payments for interest, insurance, fertilizers, 
machinery, etc., before arriving at his net income and this net income 
includes not only payment for his services but also for the use of any 
property which he may possess and for any farm labor performed by 
his wife or children. It seems clear, then, that when farm laborers 
and farmers are considered as a joint group, their economic condition, 

* Citations in parentheses refer by number and page to the numbered refer- 
ences at the end of this chapter. 
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a 

if measured in monetary terms, compares unfavorably with that of 
employees of railways or of manufacturing concerns. 

Again, in considering the income of farmers as contrasted with other 
groups, the statement is made (12:64) that: 

The indications are that fanners, even though they are entre- 
preneurs, and belong to the class usually considered to consist of men 
of higher talent than mere employees, nevertheless obtain on the aver- 
age less money value in return for their efforts than do the average 
employees in most lines of industry. Only in the years 1918 and 1919 
did they receive more than the average earnings for all emfiloyees in 
the United States, while in 1920 their reward fell to a mere fraction of 
the average wage in other lines. Even though money will buy consid- 
erably more of certain commodities in the county than in the city, it 
nevertheless appears that the average farmer can scarcely with justice 
be considered a pampered child of fortune. 


Table I. — Output Per Person Engaged in Agriculture, Compared With the 
Average Annual Earnings of Factory and Railway Employees (After ffing) 


Year 

Value of output per 
person engaged m 
agriculture at prices 
of 1918 

Purchasing power of 
average annual com- 
pensation of factory 
employees in terms 
of 1913 retail prices 

Purchasing power of 
average annual com- 
pensation of railway 
employees in terms 
of 1913 retail prices 

1909 

$617 

$597 

*671 

1910 

727 

634 

620 

1911 

694 

619 

609 

1912 

683 

659 

655 

1913 

678 

705 

705 

1914 

736 

610 

616 

1916 

766 

634 

653 

1916 

635 

794 

873 

1917 

647 

792 

1,022 

1918 

786 

726 

1,148 

1919 

821 



1920 

977 




In another report (14) the Bureau of Economic Research presents 
data on the proportion of the total current income that went to the 
population living on farms for the years 1919, 1920, and 1921. For 
these years the percentages of the current income received by the 
farm population were 17.7, 13.4, and 9.9, respectively. According to 
the Census of Agriculture for 1920, 29,9 percent of the population of 
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coBtmental United States lived on farms. In interpreting these figures, 
it should be borne in mind that according to Table I the years 1918 
and 1919 were ones of relatively large returns for farmers. 

When the comparison is made between the monetary return of 
the farming and the non-farming population, the contrast is striking. 
The data for the years 1919, 1920, and 1921 are here assembled in 
Table 11. 


Table II. — Pub Capita Total Individual Current Income From All Sources, 

1919, 1920, 1921* 



1919 

1920 

1921 

Farm population 

$362 

$298 

$186 

Non-farm population 

723 

816 

701 


•After Levin, Tables XLVi, XLVII, and XLVIII. 


These percentages are for the country as a whole and might, there- 
fore, be misleading for any given state. The detailed data show that 
in a few states the proportion of the current income going to the 
farming population is approximately equivalent to the percentage 
the farm population is of the total population. 

King’s latest study (11) gives more complete data on the agricul- 
tural income on a somewhat different basis than was used in some of 
the figures quoted above. Table III, based on this report (11 :58, 98), 
shows the percentage of those gainfully employed who are engaged 
in agriculture. The percentage drawn by individuals from agricul- 
ture is somewhat larger than the return received by farmers, but in 
spite of this fact it is evident that for most of the period from 1909 
to 1927, inclusive, there existed a marked disparity between the per- 
centage of those gainfully employed in agriculture and the percentage 
of total income drawn from agriculture. The difference has been very 
pronounced since 1920, and at no time has it shown any material 
improvement. 

These figures should be interpreted with care or erron^us ideas 
of conditions will be obtained. A warning on this phase has been 
sounded by Dr. Black, one of the leading agricultural economists of 
this country, who says (2:301) : 

If one were satisfied with a comparison of farming and non-farming 
incomes in terms of all adult workers in city and country and for the 
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Tablu III. — ^Estimated PaBOENTAaB of the Gainfui^ly Occowed PoFtnuAYSOE 
Engaged in Agbicoltobb, and Pebgentagb of Income Dbawn By 
Individdals Fbom Agricultuke (After King) 


Year 

(1) 

(2) 

(3) 

Percentage of 
Gainfully 
Employ^ 

Percentage of 
Total Income 

Batio of (1) to (2) 

1909 

25.49 

16.85 

.66 ' 

1910 

25.11 

16.60 

.66 

1911 

24.77 

15.11 

.61 

1912 

24.28 

15.58 

.64 

1913 

23.79 

14.37 

.60 

1914 

23.27 

14.25 

.61 

1915 

23.27 

14.75 

.63 

1916 

22.78 

15.32 

.67 

1917 

22.44 

17.90 

.79 

1918. 

21.95 

18.85 

.86 

1919 

22.21 

18.47 

.83 

1920 

22.17 

14.94 

.67 

1921 

21.71 

10.99 

.50 

1922 

20.91 

11.07 

.53 

1923 

20.46 

10.80 

.52 

1924 

20.11 

10.79 

.53 

1925 

19.72 

11.09 

.56 

1926 

19.14 

9.60 

.50 

1927 

18.58 

9.49 

.57 

1928 


9.27 



same geographic units, agriculture would not appear at much dis- 
advantage in the years 1918 to 1920 if the two incomes were reduced 
to terms of what they were able to buy in the goods and services that 
constitute living. Those who try to prove the contrary are insulting 
the agricultural population of the United States. If our population of 
farm people continued on farms with average real incomes as low as 
they are made to appear by the data published by the National Bureau 
of Economic Research, the Industrial Conference Board, and others, 
most of them would properly be called ‘boobs' and ‘ignoramuses/ 
And they are not that. Most of them, instead, are small business men 
working to make a good return on their investments and to improve 
their financial status. 

However, Dr. Black believes the economic situation to be far from 
satisfactory with the farmer, as is shown by the following quotations: 

It is customary to compare incomes of farmers with those of city 
workmen. As already indicated, these are scarcely comparable social 
groups. The farmer is to be compared with the small bttstness man 
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of the city — ^the retail merchant; or with the city man with a trade — 
the carpenter or plumber; or with the city man with a profession — ^the 
small city lawyer, doctor, or teacher. Nevertheless it is of some con- 
sequence that weekly earnings of New York factory workers are now 
135 percent above their prewar level, whereas gross incomes of farmers 
are only 70 percent above prewar; that these same weekly earnings 
are now appreciably higher than in 1919 to 1920, whereas net cash 
incomes of farmers are now at only 60 percent of their 1919 to 1920 
level. (2:27!). 

We must all admit that the nation has done many things for its 
agriculture. But the point is that it has done much more for the city, 
and farming is of such a nature that it needs to have vastly more done 
for it than the city if it is to maintain equality with the city. The say- 
ing that there is no greater inequality than the equal treatment of un- 
equals is all to the point here ; and yet we have not even treated agri- 
culture as well as we have the city (2:54). 

The strongest case in favor of raising the incomes and scale of 
living of farm people is the simple and obvious one that if the ob- 
jective of national policy is to improve human welfare, then it ought 
to begin with those groups of the population whose welfare is dis- 
tinctly below the general level, which surely would include much of 
agriculture at present. The mere numbers in the agricultural groups 
make it highly important that their welfare be promoted. The farm 
population of the United States is at present suffering from important 
deficiencies in the matter of health, housing, and education that the 
nation cannot afford to tolerate. The foregoing statement is made in 
full consciousness of the fact that the farm population of many areas 
is living on a distinctly higher plane than are the inhabitants of many 
quarters of our large cities. But there are slums in the country too. 
Obviously, it is important that the poorest sections both in the city and 
the country be helped most (2:59!). 

III. Farm Wealth 

The farmer’s income is undoubtedly a better measure of his ability 
to provide education for his children than is wealth alone. However, 
some data will be submitted on this phase of the problem. Significant 
figures on the w^ealth per teacher for different types of districts in 
New York State are reported by Updegraff. He found (27 :85) the 
median equalized valuation per teacher for the common school dis- 
tricts (country) to be $108,157 and for cities and villages to be 
$182,867. In a similar study Updegraff and King (28) showed a 
median true valuation for the different types of districts in Pennsyl- 
vania to be; fourth class, $100,000; third class, $129,375; and first 
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and second class cities combined, $250,000. As far as wealth jier 
teacher is a true index to the ability to support schools, it is evident 
from these figures that the larger centers of population in those two 
states were in a much better position than the small villages and the 
open country. We do not know the extent to which these two states 
are representative of conditions throughout the country without fur- 
ther investigation. That the condition does not obtain in all states 
is shown by the following statement by Sears and Cubberley (25 :322) : 

It is clear that, aside from less than a dozen large cities in the 
state, the economic strength of the rural districts of California is 
relatively greater than is that of city districts. 

Black presents data that apply to the country as a whole. He com- 
pares the farmer with non-farmers in the following words (2:23f.) : 

^ It is fully as important to understand the state of mind of the farm 
population at present as it is their economic condition. In order to 
understand this state of mind, one must do more than make compari- 
son with prewar or 1921 -1922 agriculture. Of more importance is com- 
parison with the changes in the prosperity of other economic classes. 
The outstanding feature of this comparison is the changes in valuation. 
While the capitalization of the farms of the United States has been 
declining from $79,000,000,000 to $58,000,000,000, that of urban indus- 
try has greatly increased. The Dow-Jones index for 20 leading indus- 
trial stocks has risen from a low of 64 in 1921 to 322 at present writing; 
for 20 railroad stocks, from a low of 66 to 161 at present writing. No 
doubt the ordinary sorts of industrial and commercial enterprises do 
not show the phenomenal gains of these leaders; but that they have 
made large gains in capitalization, no one will doubt. The census no 
longer gives a figure for valuation of industrial plants comparable to 
that for farms. The one it gave until 1919 is apparently valueless. The 
total capital of corporations, as nearly as it can be figured from the 
corporation income-tax returns, increased from $123,000,000,000 in 
1921 to $151,000,000,000 in 1926, Neither of these figures is at all de- 
pendable, and some of the increases represent new corporations and 
growth of old corporations. The Census of Manufactures* figures for 
value of product of manufacturing plants are $61,737,000,000 for 1919, 
and $62,713,000,000 for 1925, nearly the same in dollars. If cost of 
materials and wages and salaries are subtracted from these two figures, 
the difference is $10,968,000,000 in 1919, and $12,300,000,000 in 1925, 
the 1919 figure being equal to $8461,000,000 in 1925 dollars. These 
figures represent profits, taxes, and insurance mostly. There is surely 
basis here for an increase in capitalization beyond that representtng 
additional equipment The vast difference in the valuation of agri- 
culture and urban industry represented by these figures— a phenomena! 
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decline in one set against a phenomenal rise in the other — is the prin- 
cipal basis for the continuing agricultural discontent. 

IV. Btoden of Education in the Open Country 

Adequate data are lacking on the relative cost of furnishing school- 
ing in the open country and of comparable schooling in centers of 
population. The fact that the population of the open country is rela- 
tively scattered means that ordinarily the financial burden involved 
in providing schools will be greater in the country than in the city. 
Some indirect evidence on this phase is to be found in practically 
every comparative study that has been made of the per capita costs of 
schooling. Two illustrations will be given : Updegraff (27 :63) reports 
the median per capita expenditure for common school districts in 
New York State as $64.82. In the same state the corresponding figure 
for cities and larger villages (places over 4500) was $61.66. In the 
interpretation of these costs it should be borne in mind that in spite 
of the fact the higher per capita cost is found in the common school 
districts, on the whole the schooling in these districts was very much 
more limited than was true in the urban centers. Had it been com- 
parable for the two situations, the per capita cost for the country would 
have been much greater than reported. 

A study made in Iowa showed (21; 47) the average (arithmetic 
mean) current expense per pupil in 1922 to be as follows : city schools, 
$66 ; consolidated schools, $84 ; rural schools, $71. A further analysis 
shows that in the case of the consolidated schools other items than 
salary constitute a relatively large proportion of the expenditures. A 
large share of this extra cost is due to the expense of transportation. 
In the rural district schools of the one-teacher type the per pupil 
costs are likely to run high owing to the small number of pupils per 
teacher. Question may fairly be raised regarding the extent to which 
the farmer should be subjected to a heavy school cost as a result of 
the conditions under which the business must be conducted. 

The school burden of the open country is increased by the relatively 
large proportion of persons of school age in rural communities. The 
census for 1920 is the source of the figures in Table IV, whence it is 
evident that in the rural districts the numbers of children for which 
schooling must be provided are appreciably greater in proportion to 
the adult population than is the case in the urban districts. 
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Table IV. — Pebcentagbs of Persons of Different Ages Classified as Edral 
AND Urban in the Federal Census for X920 


Ages 

Bural 

Urban 

5-9 

12.1 

9.9 

10-14 

10.4 

8.7 

15-19 1 

8.8 

8.0 


V. Farm Taxes 

An interesting comparison of the relation between taxes and in- 
come for three population groups has been made in Dane County,* Wis- 
consin. Table V has been taken from this study (9:18). 


Table V. — Percentages of Pre-War, War Period, and Present Net Incomes 
Absorbed by Taxes (From Hibbard and Allin) 


Percentage of Net Income Absorbed by Taxes 


Class 

Pre-War Period 

War Period 

Present Period 

Number 

of 

Reports 

1913 

1914 

1918 

1919 

1923 

1924 

Farm 

12.3 

13.9 

6.7 

9.0 

19.1 

22.5 

214 

City 

4.8 

4.9 

7.2 

7.8 

9.5 

8.9 

1,353 

Village 

4.9 

5.0 

4.6 

4.8 

8.0 

8.2 

133 


In commenting on their data the authors of the report attribute 
the heavy farm tax burden to two factors: (1) failure of farm in- 
comes to increase in proportion to tax increases;” and (2) ^‘peculiari- 
ties of the general property system of taxation.” 

It would be unwise to assume that the conditions found in Dane 
County are representative of the situation in the entire country. How- 
ever, the study represents the type of information that should be 
more generally available in considering the support of rural schools. 
Most of the taxes paid by farmers are local, and the school tax usually 
constitutes between a third and a half of the local taxes. 

M. Slade Kendrick (10 ; 8) summarizes the results of the compara- 
tive studies that had previously been made in the following words : 

A summing up of the evidence presented by these comparisons of 
taxes with income indicates that, in five of the eight states, taxes on 
rural real estate comprised the larger percentage of net income, and 
that in the three instances where the difference was significant rural 
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taxes absorbed a larger percentage of income than did urban taxes. 
Admittedly, eight states may not be sufficiently representative of the 
whole forty-eight. But, in so far as this particular group is representa- 
tive, the evidence indicates that a larger, though not a greatly larger, 
percentage of ;the income from rural property is paid in taxes than is 
paid from the income of urban property. Additional evidence in sup- 
port of this conclusion is afforded by the fact that during the last few 
years the agricultural industry has been relatively depressed in rela- 
tion to the average city industry. It is to be expected that real estate 
taxes would take a larger percent of the income of a relatively de- 
pressed industry than of a relatively prosperous one. 

The question may well be raised whether this conclusion means 
precisely what it says, or more. Let it be supposed, for. example, that 
thirty percent of the income of rural real estate is paid in taxes and that 
twenty-five percent of the income of urban real estate is so paid. Does 
the difference between thirty percent and twenty-five percent express the 
full difference in the burdens on the two classes of property? Prob- 
ably it does not if there be included a consideration of relative dollars’ 
worth of benefits, added to the incomes of urban and rural real prop- 
erties from the expenditure of taxes collected on these properties. 
How much do efficient fire and police departments, a good school, and 
a convenient park add to the incomes of urban real estate? How much 
does a paved road or a muddy one affect the income from rural real 
estate? Considerations such as these must be included in any true 
comparison between tax burdens on urban and on rural properties. 
Failure to include them is an error precisely analogous to that com- 
mitted by a comparison of two corporations in terms of their expense 
outlays with no reference to their income statements. It is indeed 
unfortunate that at present, on account of lack of data, this error is 
inevitable in any comparison of the relative tax burdens on urban and 
rural real estate. 

The most comprehensive consideration of farm taxes that has ap- 
peared comes from the United States Department of Agriculture. 
The following statement is made by Dr. Combs as a result of consid- 
eration of the data available (4 ; 33) : 

The comparison which has been made of the taxes and yields of 
urban and rural properties does not give a satisfactory indication of 
the relative burdens of taxation on these types of property. From the 
point of view of current income to the owner of rented land, the com- 
parison is exceedingly important. Examination indicates that both types 
of property pay high proportions of their net yields in taxes and that 
on the basis of the few states for which figures are available, farm 
property se^s to pay a slightly greater proportion. 
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Too much importance should not be attached to the meagfer con- 
clusions that may be drawn from the comparative data that have been 
presented. Urban and rural taxes are, in part, different things. That 
is, the taxpayer in the city is purchasing, through his tax payments, 
types of services that are different from those paid for in rural tax 
payments. The city government provides fire and police protection. 
It maintains a school system which may be no better in its individual 
units than are the rural schools, but which enables pupils to carry their 
education further and provides a greater variety of training and more 
elaborate equipment. The streets maintained by city taxes are of a 
higher grade and are usually kept in better condition than are roads in 
rural sections. Street cleaning and lighting are city services that rarely 
have rural counterparts. Thus, it is apparent that the things for which 
city taxes are paid are much more extensive than the things which the 
rural property owner purchases through his tax payments. 

In a letter to the writer^ Dr. M. Slade Kendrick, of Cornell Uni- 
versity, makes this statement: 

As local expenditures increase, the burden is inevitably placed upon 
real property. Other taxes are levied at percentage rates and are sub- 
ject to change only by legal action; therefore, since a change means a 
legislative battle, such changes are rather infrequent. But the property 
rate is not fixed by law but by necessity; as the demands for revenue 
increase, the burden is automatically placed upon property. This situ- 
ation, it seems to me, emphasizes the need, from a rural point of view, 
of the greater sharing of revenues collected by the state government. 
The economic evolution of the last century has been responsible for 
the possibility of income taxes, corporation taxes, stamp taxes, and 
various other taxes. These cannot be administered successfully by 
small local units; they can be administered only by a large unit such 
as the state or nation. 


VI. Social Factors 

Society,’’ says Kolb (13), never a fixed or static thing and 
rural society is no exception.” Similarly, Morgan and Howells (20) 
say: ‘‘Improved means of communication and transportation are 
rapidly breaking down the isolation of country life. There is, as a 
result, a dissolution of the old groupings and a constant rearrangement 
of the new.” 


1. Various Communities in Rural Society 
Galpin (5), in 1918, presented a “method of analysis and inquiry 
into the structure of rural society” which led the way in a number 
of researches in this field in later years. His method of analysis con- 
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sisted of mapping the county in such a way as to show the “trade 
communities,” “banking communities,” “local paper communities,” 
“village or city-milk communities,” “village or city church communi- 
ties,” “high-school communities” and “public-library communities.” 
Three years later Kolb presented his study just cited of rural primary 
groups which he defined as “that first grouping beyond the family 
which has significance and which is conscious of some local unit.” 
By means of a map system he presented a further refined technique 
for discovering these primary groups. 

Sanderson and Thompson (23) carried the process of analyzing 
still further and classified the neighborhoods in Otsego County, New 
York, according to type as follows: (1) the hamlet; (2) the insti- 
tutional neighborhood; (3) the business neighborhood; (4) the ethnic 
neighborhood; (5) the kinship neighborhood ; (6) the topographical 
neighborhood; (7) the village neighborhood. In brief, these writers 
found that “the hamlet type is persisting because of the investment in 
its homes and central location,” and that “the business neighborhood 
is practically gone and there seems little probability of recovery.” 
‘ ‘ The kinship neighborhood, although still evident, is passing. ” “ The 
topographic neighborhood has little more significance than giving a 
name to a locality.” “Institutional neighborhoods maintain them- 
selves in localities somewhat isolated from village centers.” 

Their next step was the definition and location of the ‘ community. ’ 
“The rural community consists of the people in a local area tributary 
to the center of their economic interests. The community is the small- 
est geographical unit of organized association of the chief human 
activities.” 

Similar means were used for locating communities as were used 
for locating the neighborhoods, and in general the community areas 
were found to coincide closely with the trade areas of the village cen- 
ters. This type of community, in which the high-school patronage 
area is perhaps the most impbrtant measure used, became the basis 
for the formation of the new “central rural-school district,” as it is 
now being organized in New York State. 

Two years after the New York study was published, Morgan and 
Howells (20) published the results of a similar study in Boone County, 
Missouri. In part, these authors conclude : 

The school was found to be the strongest factor in maintaining 
primary group consciousness. Intergroup consciousness was developed 
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best tiirough the consolidated high school, followed by the church, the 
lodge, and the store. Neighborhood boundaries were cut across in 
the effort of the people to reach preferred points for such services as 
church, trade, school, lodge, and blacksmith shop. Thus a farm fam- 
ily has at a given time a number of separate and conflicting group 
loyalties. In the midst of this the neighborhood is losing much of the 
force it once had. This is being transferred to the larger community, 
which usually includes a town or village. This larger rural grouping 
is new and now has less vitality and intensity of group consciousness 
than the neighborhood, although it appears to be on the gain. It is 
this larger group, which is the combination of country and town, that 
will be of increasing importance in the development of rural affairs. 
The status of the community depends upon physical, economic, and 
social factors which in a few cases are entirely beyond the power of 
the community to modify. The future of most community centers 
depends upon the ability to render superior services to the adjacent 
farm group. 

2. Urbanization of Rural Communities 

Improvements in transportation and communication have made 
possible a change which might be termed the ‘urbanization’ of cer- 
tain rural communities. This trend is most evident in the North- 
eastern states and in certain selected areas in the remaining states 
where cities and towns have grown rapidly during the last two decades. 
This does not refer to such items as the installation of modem im- 
provements upon the farm, but rather to the tendency for people 
employed in the city, with city social contacts, to live in the country 
and to commute. 

New York is one of the states which has been greatly influenced 
by this movement. The population of this state has increased steadily 
since 1855. In 1928 Melvin (17) investigated the rural population 
trends of this state. Table VI, assembled from his study, shows the 
nature of the change which is taking place. 

The total rural population, according to Melvin, steadily declined 
in numbers from 1880 up to 1920. From 1920 to 1925 the trend 
changed and the rural population showed a sudden large increase. 
Thereafter the farm population continued to decline at about the same 
rate as during the period from 1880 to 1920. Likewise, the village 
population was approximately stationary from 1880 to 1920, with a 
very slight rise during the period from 1920 to 1925. The explanS'^ 
tion lot the sudden increase in rural population from 1920 to 1925 
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Table VI. — ^Total RmuL Population and Its Classes in New Yobk, 1855>1926 

(After Mdvin) 


Year 

Total Rural 
Population 

Population 
in incorpo- 
rated 
Villages 

Farm 

Population 

Unincorporated 
Villages and 
Non-farming, 
Non-Village 
Population 

1856 

2,081,183 

2,092,291 

2,126,722 

1,998,886 

1,964,166 

1,925,287 

1,796,383 

2,003,266 

182,109 

200,733 

268,358 

308,355 

345,716 

348,610 

346,877 

353,256 

1,153,286 

1,041,771 

1,076,705 

986,072 

969,064 

916,009 

796,516 

762,509 

745,788 

849,787 

780,669 

704,458 

649,385 

660,768 

651,990 

887,500 

1870 

1880 

1890 

1900 

1910 

1920 

1926 


lies in the group listed as “unincorporated village, and non-farming, 
non-village population,” which grew at a high rate in the state as a 
whole (41 percent). The greatest growth was in the urban counties 
(52 percent) and the least was in the mountain counties (11.9 percent) . 

This phenomenal growth of a non-rural group within the bounds 
of rural areas presents many perplexing problems in the field of rural 
education — occupational and cultural differences tend to complicate 
curricular offerings and new standards of activity are thrust upon 
the more or less conservative rural population. 

Another population study by the same author (18) brings out a 
tendency for the female group to predominate in the incorporated and 
unincorporated agricultural villages and for the males to predominate 
in the open country. The ratios found were 93.6 females to 100 males 
in rural population as a whole, 108.5 females to 100 males in incor- 
porated villages, and 89.5 females to 100 males in the open country. It 
was found that the older people live in the incorporated villages — 
29.5 percent of the rural population are 50 years of age and above, 
while for the total rural population 26.9 percent fall within this age 
group. Both of these groups, however, showed a much higher per- 
centage than in the United States as a whole (14.7 percent). 

3. Social Contacts 

There is a widespread belief that rural areas are lacking in social 
contacts. In a recent study by Burt (3) in a trade-area rural com- 
munity in Missouri, the author sought “to discover in one rural com- 
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mTimty, for a period of three months, the nature, frequency, distrihu- 
tion, and costs of contacts/’ He found that 

of the total contacts within the community, 92,148, or 58.3 percenti 
were educational contacts of school children; 46,047, or 29.1 percent, 
were social contacts due to visiting; and 19,923, or 12.6 percent, were 
of all other types. [The 18,889 trade contacts were not included here.] 
A large number of persons had no contacts at all within the community 
during the three months’ period of study. About one-fourth had no 
social contacts. More than one-half had no religious contacts. Nearly 
two-thirds had no educational contacts. Exactly five-sixths had no 
recreational contacts. 

With the exception of one type of contact (the recreational) a 
still greater number of persons had no contacts at all outside the com- 
munity during the three months’ period of study. Almost exactly one- 
half had no recreational contacts. A few more than half had no social 
contacts. Somewhat under three-fifths had no religious contacts. 
Exactly three- fourths had no educational contacts. 

[There was] no correlation between road passability and number 
of contacts. The people of this community had about as many con- 
tacts in a period of poor roads as in a period of excellent roads. A 
reasonable interpretation seems to be that in fair weather the press of 
farm work tends to keep the farmer at home, and in wet weather poor 
roads tend to keep him at home. Unless farm work can be so organized 
as to leave the farm family freer to go during favorable weather, 
the most likely way to increase contacts is to provide hard-surfaced 
roads so that farm people can go more easily during periods of wet 
weather. 

This was a quantitative type of study, presenting a cross-section 
of social contacts over a comparatively brief period of time. Two 
obvious questions point towards the need for similar studies in other 
situations : First, what kind of a qualitative analysis could be made 
of these contacts? Second, what changes are taking place both as to 
the quality and quantity of contacts in this community? In other 
words, what change or changes are taking place in our rural areas 
in the way of opportunities for ‘‘socialization” as Hawthorne (8) 
uses this term? Have modem means of communication, such as the 
radio, telephone, rural delivery, automobile, improved highwa 3 ^ etc., 
in reality improved the social conditions of these rural areas, or is 
this just a potentiality? 

According to Hawthorne (8) ; 

1. The school with its teaching staff works not with old Sige, 
which is ‘set’ in its ideas, but with youth which is open-minded and 
plastic to the thought of evolving society. 
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2. The school is a mobilization or concentration point for the de- 
vices of social heredity, which are to be brought into play upon the 
plasticity of childhood. 

3. The school can compel the attention of adaptable minds to the 
subject matter, experimental projects, and the socializing events se- 
lected by experts, 

4. The human material with which the school works is not under 
the strain of the economic effort to obtain a livelihood. 

5. Through the invention of cheap printing and rapid communi- 
cation, the school can extend its range of influence, so that it is no 
longer limited to its own little miniature society. 

6. The school can adapt and grade the subject matter of educa- 
tion and socialization to the intelligence and maturity of the group. 

7. The school has a commanding prestige as a community insti- 
tution. 

4. Health Conditions 

Turning now from social contacts to health conditions, we find 
that ‘‘the efforts of medical science have been concentrated in the 
cities, leaving for the open country only those health values of a quiet 
life close to nature upon which the early concept of the country as a 
healthy place in which to live was based. “Health standards today 
include not only a general environment but ready access to a variety 
of health agencies which society has developed and come to look upon 
as indispensable. .. .Trained nursing and hospital service are only 
meagerly used by country people ; public-health organization, though 
established in many rural districts, is only beginning to be effective. ’ * 
To substantiate these statements. Lively and Beck (16) surveyed 
all the health agencies in Ross County, Ohio. The mere presence of 
agencies tells little about the service rendered. An ignorant and super- 
stitious patient may die in the shadow of a hospital without knowing 
the possibilities for medical aid. These investigations went a step 
further and included a systematic study of the use which was being 
made of the existing institutions, checking such items as extent of 
illness, expenditures for health, composition of the population, ex- 
penditures for physicians’ services, expenditure for dental service, 
expenditures for hospital and nursing service, and expenditures for 
optical services. The use of these facilities appears to be conditioned 
by a number of factors, such as extent of illness, distance, ability to 
pay, sex, age, size of family, and education of family. 
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In this county, which is ‘‘about as well supplied with medical and 
health agencies as any semi-rural county in Ohio,^’ it was found that 
(16) : 

Physicians were becoming urban in their location, standards of 
practice, and fees. This greatly increased the cost of medical services 
to country people that live some distance from the city and sometimes 
increased the difficulty of obtaining a physician because of poor com- 
municative facilities, bad roads, and the reluctance of urban physicians 
to make calls by means other than motor transportation. . . The country 
doctor of the older type complained that his clientele deserted him in 
serious cases. These were taken to the urban physician, leaving for 
the rural physician the less profitable and emergency cases. . . Coun- 
try people used the hospital only in extreme cases. Nursing service, 
when obtained, was done by the practical nurse rather than by the 
graduate nurse. . . Due to the educational work of the county public- 
health organization, dental work was increasing, but rural dentists 
reported that rural work is ‘‘eleventh-hour work.^* . . There was much 
variation in the economic conditions in various sections of the coun- 
try and also much variation in the prevailing standards of health. In 
general, the standards and costs of medical and health agencies have 
risen more rapidly than the health standards of the people and their 
ability to pay. . . The results were infrequent use of medical agencies, 
misunderstanding of the nature and value of service rendered by the 
physician, the use of patent medicines and office calls when the patient 
should be in bed. . . 

It is evident that limited ability to pay, low health standards, and 
relative inaccessibility to modern medical and health agencies were 
serious handicaps in the hilly sections of the county. With no clinics 
or free service available, many persons either obtained no medical 
service or they called a physician and paid him nothing, or in part . . 
The people in these areas are, in both health practices and ability to 
pay, so far below current medical standards and costs that satisfactory 
readjustment may be expected following only extended and sympathetic 
aid on a low cost level. 

Dr. Wm. 0. Savage in an article issued under the auspices of the 
central council for health education (24), advocates the adoption of 
“Compulsory Health. “ By that he means the duty of all individuals 
in the community to maintain themselves in health, or, if they are 
in charge of children, to see that they are maintained in health, all 
of course as far as practicable — a duty, if necessary, to be enforced 
by compulsion. In the old days such an idea would have seemed 
absurd ; but many persons are advancing toward an acceptande of it. 
If it is right for the compmnity to expend large sums of on 
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mamtalBiug and assisting its members to maintain or regain health, 
it is but a logical sequence that its members must themselves play 
their part in maintaining their own health. Before, however, any 
such demand can be made on members of the community they should 
have the opportunity of knowing much more about how health can 
be maintained. There is urgent need for an extensive system of 
general instruction on health matters ; Savage believes that in a few 
years this will be recognized as an essential part of the work of every 
health department. 

In his effort to secure a further measure of health conditions, 
Sanderson (22) well illustrates the difficulty in securing comparable 
data on sickness in rural areas by seeking answers to such questions 
as ‘‘What is the effect of sickness on the life of the farm family^’; 
“Is medical service adequate for farm families T' “Is there more 
sickness on the farm or in the villager’ 

From a house to house canvass made in three townships in Cort- 
land County, N. Y., he found that 

In recent years there has been a dcrease in the number of county 
doctors and a marked tendency for physicians to settle in larger towns 
and cities. The increasing difficulty of securing prompt medical ser- 
vice has become a real problem in many rural communities. [The data] 
seem to show that the village cases are more frequently^ visited by 
physicians than are those on the farms, and that the farm people make 
more calls at the physician’s office. This is doubtless due to the ex- 
pense of bringing a physician to the farm as well as to the larger pro- 
portion of aged persons in the village and a consequent larger num- 
ber of serious illnesses in the village. 

Sanderson found that the physician’s charges are “fairly reason- 
able,” considering the distance travelled. However, the cost for these 
farms more than five miles distant from a physician is so great as to 
deter the employment of one except when absolutely necessary. Ir- 
respective of costs, there is a question whether physicians are avail- 
able when needed. There seemed to be general agreement that only 
two or three of the city’s (Cortland) physicians could be depended 
upon for country calls. 

5. The Social Status of Rural Young People 
A general social problem evolves from the economic side of rural 
life. Child l^bor laws in general do not function on the farm. The 
child has been considered an economic asset, and much of his labor 
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has been tincompensated for. He has had little time for individnal 
recreation and play and limited opportunities for group recreation 
or social life. This situation is reflected in the ‘‘attitudes, interests, 
activities, and activity-wishes and migration’^ of young people living 
in these areas. Morgan and Burt (19) studied four trade-area com- 
munities in Missouri, having as their purpose 

to ascertain for certain limited areas something of what rural young 
people are thinking, what attitudes they have developed toward rural 
life and its institutions and toward such general interests as educa- 
tion, religion, play, science, and urban life ... to discover what these 
young people are now doing, what they would do if they had a chance, 
and what they would like to learn how to do, together with what the 
community provides for the satisfaction of these activity-wishes, and 
what appear to be unsatisfied needs. 

Their findings involve much of interest to the rural school and 
are therefore given here in full: 

1. Young people express a greater number of recreational activity- 
wishes (56 percent) than any other kind, while the communities are 
providing a smaller number of recreational organizations (7 percent) 
than any other type. 

2. Young people express a smaller number of religious activity- 
wishes (3 percent) than any other type, while the communities are 
providing a greater number of religious organizations (66 percent) 
than any other type. 

3. The conflict of the Old and the New is evident in this study. 
The most numerous class of old people (the farmer group) expresses 
the most friendly attitude toward the church and the least friendly 
attitude toward play and recreation for young people. On the other 
hand, the young people express the least appreciation for the church 
and the greatest appreciation for play and recreation for young people. 

4. The type of organization toward which young people express 
the fewest activity-wishes (religious) is increasing in membership, 
while the type toward which they express the greatest number of 
activity -wishes (recreational) is decreasing in membership. 

5. Experience of village young people and country young people 
with environment other than their own tends to break down the pref- 
erence for their own environment, but the tendency for country young 
people with village experience to prefer the village is stronger than 
the tendency of village young people with country experience to pre- 
fer the country. 

6. The most frequent reasons [for which] young people leave the 
rural communities are economic. 

7. Assuming these findings to be fairly typical for the state, it 
would appear that the rural communities of Missouri must provide in^ 
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creased economic opportunities if they wish to check the migration of 
their young people, and must provide, above all, more numerous oppor- 
tunities for recreational activities in order to satisfy the most gen- 
erally expressed needs of the young people who remain. 

A different type of approach to the problem of rural recreation 
has been made by Lively (15) in two agricultural counties in Ohio. 
A survey was made of the recreational agencies in each of these two 
counties and the results anlyzed from the standpoint of the communi- 
ties. Lively also analyzed the same activities of the family and the 
individual. We quote from his conclusions : 

Paulding County is the newer and wealthier, and possesses a more 
youthful population. The social organization of Gallia County is 
simpler than that of Paulding County, and is organized much more on 
the neighborhood basis, with the one-room school and country store still 
the type institutions. The people of Paulding County have gone fur- 
ther toward abandoning these outworn neighborhood agencies, replac- 
ing them with modern institutions and organizations, and making the 
necessary adjustments to them. Neighborhood agencies have largely 
disappeared in this county. Organization life is chiefly centered in 
the village. The open country is in a state of disorganization, having 
not yet been welded into the larger community whole which in this 
locality has such a splendid opportunity to emerge. 

In either of these Ohio counties, where the one-room school is 
found, it has practically no recreational functions as a neighborhood 
institution; where the schools are consolidated, organized recreation 
for school pupils begins to appear, and in some cases the school begins 
to develop some social center functions. 

6. Movement To and From Rural Areas 
The urban world has been expanding; the rural world has been 
decreasing and the proportion of population engaged in agriculture 
has been decreasing while that engaged in urban occupations has been 
growing, according to Sorokin and Zimmerman (26). There is al- 
ways an exchange of population between urban and rural areas. The 
following figures from Galpin (5) show the net movement from farm 
to cities in the United States from 1922 to 1928. 

The general causes of this cityward trend have been given by 
Sorokin and Zimmerman (26) as: 

1. The demographic factor of a higher fertility of the rural population. 

2. A series of economic factors, such as: 
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Tablb VII. — Movbmbnt To and Fbom Farms of otb Unttbd States, 10:^1928 

(From Galpin) 


Year 

Persons Leaving 
Farms 
for Cities 

Persons Arriv- 
ing at Farms 
from Cities 

Net Movement 
from Farms 
to Cities 

1022 

2 ,000,000 

2.076.000 

1.900.000 

2.155.000 

1.978.000 

1.960.000 


1 ,120,000 

1924 

1.396.000 1 

1.066.000 
1,136,000 

769,000 

1925 

834,000 

1926 

1 ,020,000 

1927 

1.374.000 

1.362.000 

604,000 

1928 

598,000 


a. Certain land laws or customar5r methods of inheritance such 
that the estate goes to the elder or younger son. 

b. City populations manufacture products of elastic demand, 
whereas, relatively, the products of the farm are inelastic. 

c. There is a tendency for population to migrate from lower- 
income communities to the cities. 

d. Increased efficiency of agricultural production coupled with 
inelastic demand pushes more workers to the city. 

e. The moving of many industries to the cities. 

3. The progress of science and invention. 

It has been found by various researches that this movement is 
rather highly selective in several respects. According to Hart (7) 
more than half of the native white and Negro migrants from the 
rural areas go between the ages of 20-29, and an additional fourth 
between the ages of 10-19. 

Again quoting Sorokin and Zimmerman (26) ; 

The chief causes of age selectivity in migration arc that such a 
movement requires great energy, great adaptability, and adult judg- 
ment. A child or an old man cannot take care of himself and there- 
fore cannot afford to leave either the parental home or the local com- 
munity where he is guided, supported, and advised. 

A second selective factor is sex. The city appears to draw more 
women than men and at a slightly younger age than men. 

This congregation of young adults and more females than males 
in cities has much to do with the peculiar characteristics of city popu-^ 
lations. It increases the per capita incomes, decreases the proportion of 
dependent persons per 100 wage-earners, adds to the mobility and life 
of the cities, reduces marriage, adds to the amount of vice and prosti- 
tution, and gives cities the appearance of greater vitality than they 
really possess. 
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If this conclusion be true, it becomes readily apparent that the 
absence in the country of the group mentioned also determines char- 
acteristic population tendencies in these areas and involves many 
problems of an educational nature, such as the kind of vocational 
training to he given, the fundamental philosophy which is to underlie 
rural education, school financial problems, etc. 

A slightly different approach to the problem was made by Ander- 
son and Loomis (1) in Wake County, North Carolina. Their approach 
was from the rural angle, in that from a given group of owner and 
tenant farmers there was secured specific data on the migration of 
their sons and daughters. An attempt was made to answer such 
questions as: (1) What proportion of the sons and daughters of 
farm operators leave the parental home to establish homes of their 
own? (2) At what period of life do they leave the parental home? 
(3) Where do they go? (4) What occupations do they enter? (5) 
What preparation do they have for entering the occupational world, 
and do those who are best prepared leave farming and rural areas 
for the town and city? (6) How far, on the average, do they go 
from the parental home? 

In the analysis of the data secured, farm owners and farm tenants 
were grouped separately. 

Of the 1703 sons and daughters 14 years of age or over, 823, 
j 8 percent, have left the parental home. Relatively more daughters 
leave the parental home than sons among Wake County farmers. By 
the age of 30, 70 to 80 percent of the owner and tenant sons and daugh- 
ters have left the parental home. The movement begins at about 18 
years, both for boys and girls, and is practically completed at 30 years. 

The greatest single factor influencing the mobility of .sons and 
daughters of farmers from the parental home is the establishment of 
homes of their own. 

Taking the group as a whole, 80 percent of all the sons and daugh- 
ters settled within a radius of 50 miles from the parental home. Sixty- 
five percent settled within a radius of 25 miles, while 30 percent located 
within 10 miles of the parental home. Of the total group migrating, 
37 percent live in cities of 10,000 population or above. As farmers' 
sons and daughters move greater distances from the parental home, 
they locate in larger places of residence. 

The significant conclusions to be drawn from the occupational 
activities is that there is a high degree of transmission of farming as 
a life work from parents to sons and daughters. 
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7. Other Social Problems 

Many aspects of the social status of rural life have been omitted 
because of lack of space, and not for lack of importance. For ex- 
ample, sectarian and denominational strife of rural churches and 
their struggle for existence creates a problem in character building 
which may conceivably concern the schotol. Several studies, e.gr., those 
by Hamilton and Garnet (6), by White (29), and by Williams (30), are 
available on this question. Again, the father apparently continues 
to dominate the home in many rural areas, with the result of lack of 
understanding and sympathy with the younger generation. Williams 
discusses this question. 

No attempt has been made to evaluate the material herein presented. 
Students of rural problems will find that the authors quoted have 
recognized the limitations of their studies and have given suggestions 
for more extensive research. The presentation of their material in this 
chapter will, it is hoped, lead to further study of these social problems 
of the rural community. The rural social status must be looked upon 
as a changing status, not as something fixed. Adequate understanding 
of the changes in rural social life is essential to effective rural edu- 
cation. 
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CHAPTER n 

PUPIL STATUS IN THE BUBAL ELBMENTABY SCHOOL 

Gboroe C. Kyte 

Professor of Elementary Education and Supervision 
University of Michigan, Ann Arbor, Michigan 


The data treated in this chapter were gathered by the writer from 
published and unpublished materials, integrated, and organized to 
present various aspects of the status of children enrolled in rural 
elementary schools. In order to give added significance to the in- 
formation collected regarding the rural-school children, the writer 
has included frequently the analogous data obtained about the city- 
school children. The limited space available for presenting an ade- 
quate and representative picture of these pupils precludes any ihjs- 
sihility of including a similar account regarding the rural high-schodl 
pupils. 

An effort has been made to depict briefiy various phases of the 
status of the rural-school pupils, as disclosed by a study of the con- 
siderable amotmt of data found in state and county surveys published 
since 1920, in recent state and county reports containing usable sta- 
tistical information, in published and unpublished research studies, 
and in mimeographed materials generously furnished the writer by 
many rural-school officers throughout the country. In the following 
pages of this chapter, the data are presented to show representative 
conditions as found in the state-wide studies made in representative 
states together with supporting information regarding mmilar aspects 
in smaller areas. The reader will find much valuable information 
contained in the tables which are not discussed in the chapter because 
of the lack of space. 

Aoe-Grade SrATtiB OB' Popita 

Age-grade status and progress records of children are ^etal 
measures of how schools are operating in accordance with: (1) the 
legal requirements regarding age of admission to school, oomptdscHy 
attendance, continuation in school, and the like, (2) general attitod^ 
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of the people toward the legal requirements and the extent to which 
the laws are enforced, and (3) the promotion standards maintained 
by teachers in dealing with pupils. 

The central tendencies in age-grade status of children in various 
types of schools located in representative states are shown in Table 

Tabijs I. — Central Tendencies in Age-Grade Status op Pupils in Various 
Types op Elementary Schools 


(Median Chronological Age in Months) 



Grade 

I 

Grade 

II 

Grade 

III 

Grade 

IV 

Grade 

V 

Grade 

VI 

Grade 

VII 

Grade 

VIII 

In Twenty States:^ 









One-teacher schools 



113 

128 

139 

151 

163 

174 

Consolidated schools 

— 

— 

116 

127 

140 

162 

163 

174 

In Mississippi:* 









Fewer than 2,600 

77 

97 

111 

124 

139 

155 

168 

178 

2,500 to 9,999 

86 

96 

106 

123 

133 

148 

161 

173 

10,(XK)i and over 

80 

96 

110 

124 

133 

149 

161 

170 

In New York:* 









One*teaoher schools 

■ - 



115 

126 

143 

164 

161 

172 

Four-teacher schools 

— 

— 


126 

139 

160 

162 

173 

In Texas.** 









Fewer than five teachers 

— — 



126 

137 

162 

164 

176 



Five teachers and more 

— 

— - 

119 

134 

143 

168 

169 



City sohoclit 





141 


164 


In Utah:* 









Rural schools. 



106 

122 

136 

160 

164 

174 

Urban schools 

— 

— 

108 

122 



162 

— 


1 Bata from 374 ona-teacher sohools and 135 ooxmolidated sohoolB in 1922. 

* Data from three types of population groups in 1926— white children only. O’Shea, M. V. A 
State Educational Syetem at Work. (1927 Mississippi Survey). 

* Haggerty, M. E. Educational Achievement, (Kural School Survey of New York State). 1922. 
Pp. 176-180. 

* White children only. Kruse, P. J. Educational Achievement. (Texas Educational Survey Report, 
Volume IV.) Austin, 1926. Pp. 114-127. 

i Data from 1926 survey. 


* The data regarding conditions in individual states compiled in Table I 
and in many of the following tables have been taken from or computed from the 
materials in the following publications; 

Bachman, P. P. Public Education in Indiana, New York, 1923. 

Bftchman, F. P. Public Education in Kentucky, New York, 1921. 

Haggerty, M. E. Educational Achievement, (Rural School Survey of New 
York State) 1922. 

B^uae, P. J, Educational Achievement, (Texas Educational Survey Re- 
port, Vol. W) 1925. 

O’Sheai M. V. A State Educational System at Work, (Mississippi Survey) 
1^7. State School Facts, Published semi-monthly by the State Superintendent 
of l^blie instruction of North Carolina, 
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From the data induded, at least three significant conclusions can be 
drawn. (1) The size of the school and the nature of the population 
center in which it is located affect only slightly the age-grade status 
of the pupils enrolled in any one grade. (2) The greatest differences 
between the ages of city-school pupils and those of rural-school pupils 
in corresponding grades occur in the middle grades. (3) The median 
age of children enrolled in the liighest grade of common types of 
rural elementary schools varies slightly throughout the nation and is 
only slightly more than that of children enrolled in the correspond- 
ing grade of city schools. 

The larger the school and the larger the population in a community 
are, the yoimger are the children enrolled in corresponding grades. 
A marked difference does not begin to occur until after the first grade ; 
it becomes significantly large in the fourth to sixth grades ; and then 
it diminishes considerably in the seventh and eighth grades. A sta- 
tistically checked sampling in California disclosed that the mean age 
of pupils, 14.57 years, enrolled in the eighth grade of rural schools 
differed by a small margin from that of pupils, 14.33 years, in the 
corresponding grade of city schools (6:307).* The difference is in 
agreement with the data in Table I and is typical of the conditions 
found in numerous unpublished reports obtained by the writer from 
county superintendents of schools and city-school superintendents in 
various parts of the country. 

There is a surprising agreement in the central tendencies of age- 
grade status throughout the nation. A study of state reports and 
of mimeographed materials from smaller educational units indicated 
that the distributions included in Table I are typical. As far as the 
age-grade status of children who continue in school is concerned, it 
seems to make little difference, therefore, in what type of school they 
are enrolled, in what part of the country it is located, and into how 
many grades the elementary school is divided. Data in state reports 
indicated that pupils, finishing the last, or seventh, grade of a seven- 
year elementary school in Maryland, for example, were about the 
same age as pupils in the corresponding type of school in Texas or in 
North Carolina, and about the same age as the pupils finishing the 
last, or eighth, grade of an eight-year elementary school in California, 
Utah, Michigan, Mississippi, or New York. 

•Beferences in parentheses refer by nnniber and page to the list at the end 
of this chapter. 
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This condition has its beginning in the universal tendency to fix 
the age for admission to the first grade of elementary schools at six 
years in eight-grade and seven years in seven-grade elemmitary schools. 
These practices establish about fourteen years as the age at which 
children Tnaking normal progress will finish the highest grade of the 
traditional elementary school, whether the system provides for an 
eight-year elementary school or for a seven-year elementary school. 
It is facilitated by the trends in promoting elementary-school pupils 
by grades and according to such standards as each teacher considers 
sound. 

Tabm n. — ^Age-Geade Status or Elementabt-Sohool Childeen m Vaeious 
Types or Schools in Seven States 



Undor Age 
(Percent) 

Normal Age 
(Percent) 

Over Age 
(Percent) 

AlabemA (Elmore County, 1927) : 



■■■ 

One>teaoher eohools 

4.9 

36.9 


Two-teaoher eohools 

3.0 

46.4 


Three-teaoher sohoola and larger 

4.7 

47.0 

■SB 

Illmoifi (Schools having annual promotions, 1923) : 




Kural communities 

29.0 

42.0 

29.0 

In other communities under 2,600 

21.0 

46.0 

33.0 

In communities of 2,600 to 9,099 

21.0 

43.0 

36.0 

In communities of 10,000 to 26,000 

19.0 

40.0 

41.0 

Indiana (1923): 




Rural 

9.2 I 

64.6 

36.1 

City 

7.2 

60.7 

32.6 

Kentucky (1921): 




Sub-district 

7.8 

33.3 

68.9 

District 

6.3 

40.3 

63.4 

City 

4.2 

49.1 

46.7 

Maryland (White children, 1927) : 




One-teacher sehonln . ,, 


^9.91 
73.0 i 

30.1 

Two-teacher schools. • • 


27.0 

Oraded eohools 


78.11 

21.9 

New York (1922): 


One-teacher schools 

8.0 

66.2 

36.8 

Four-teacher schools 

6.6 

61.4 

33.0 

North CaroltnA (White children, 1927): 




Rural echool* 


66.01 

45.0 

City school*. 


72. 7» 

27.3 




> Ulutor Afe And iiomiAl Age combined. 
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The sge^ade data ineluded in Table II dkelose why the median 
and the mean ages of pupils in corresponding grades may not be en* 
pected to differ much in the various types of schools. The deviations 
from regular status tend to balance each other. The percentage of 
under-age children in rural schools is higher than that found in city 
schools and higher in small rural schools than in larger ones. On the 
other hand, the percentage of over-age pupils is even higher in the 
rural communities than in the urban communities, and in the Emaller 
rurals schools than in the larger ones. 

Progress of Pupils Accordinq to Promotion 
Practices in promoting pupils in the various grades, which tend 
to produce the conditions just noted, are illustrated by the data found 
in the promotional record of the white children enrolled in the North 
Carolina elementary schools during the year 1927-1928. The general 
conditions are typical of those foimd in the records of other states. 
In Table III, they are shown to be as follows: (1) The smaEest per- 
centage of promotions occurs in the lowest grade. (2) The percent- 
ages of promotions tend to increase quite rapidly after the first grade 
and until the last grade or two, where there is a slight decrease. 
(3) The percentage of promotions is less in rural schools than in city 
schools. (4) The difference in percentages in the two types of schools 
is large in the first grade, smallest in the second, increasing in suc- 
cessive upper grades, and largest of all in the highest grade. 


Table III. — ^Peboentages op White Potils Promoted in Each Grade op the 
Elementary Schools in Bubal and in Urban Communities op 
North Carolina During the Year 1927-1928 


Type of School 

Grade 

I 

Grade 

11 

Grade 

III 

Grade 

IV 

Grade 

V 

Grade 

VI 

Grade 

VII 

Total 

pnhnoln . 

52.1 

60.1 

67.4 

77.9 

67.2 

78.6 

64.9 

77.7 

64.3 

78.8 

64.2 

76.9 

60.6 

78.8 

61.7 

75.9 

Oity school#- , 



The results of differences in ages at which children enter a school 
system and of the trends in promotion practices are clearly typified 
in the enrollment data accumulated in North Carolina during a five* 
year period beginning with 1924 (21). Assuming the enrollment in 
the first grade in that year to be 100 percent, the enroUmemt in the 
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second grade in 1925 becomes 63 percent of it; in the third grade 
in 1926, 61 percent; in the fourth grade in 1927, 57 percent; and 
in the fifth grade in 1928, 52 percent. There is little difference be- 
tween the series of percentages computed from these consecutive rec- 
ords of enrollment and the percentages similarly computed regarding 
the enrollments in the various grades in any one school year. In 
1927-1928, for instance, the North Carolina enrollment, when thus 
computed in percents, shows 100 percent in Grade I ; 61 percent in 
Grade II, 57 percent in Grade III, 55 percent in Grade IV, and 50 
percent in Grade V. 


TabIiE IV. — Peecentaqe Distribution op Pupils According to Grades in Types 
OF Elementary Schools in Five States 



Grade 

I 

Grade 

II 

Grade 

III 

Grade 

IV 

Grade 

V 

Grade 

VI 

Grade 

VII 

Grade 

VIII 

Total 

California:^ 










Urban schools 

19.1 

13.2 

12.0 

12.1 

11.2 

10.7 

11.1 

10.6 

100 

Eural schools 

20.1 

12.9 

12.1 

11.8 

11.6 

11.0 

10.7 

9.9 

100 

Maryland:* 






i 




Urban schools 

17.6 

15.5 

14.1 

14.3 

14.1 

13.0 

13.0 

11.6 

11.8 


100.1 

100 

Rural schools 

Minnesota:* 

18.1 

15.0 

14.0 

14.3 

13.8 


Rural schools 

18.7 

12.6 

12.7 

12.6 

11.4 

10.5 

9.9 

11.6 

100 

New York:* 










Four-teacher schools 

13.6 

11.5 

13.0 

13.6 

11.7 

13.3 

10.9 

12.4 

100 

One-teacher schools 

17.3 

15.2 

13.5 

13.8 

11.9 

12.4 

8.5 

7.4 

100 

North Carolina:* 










Urban schools 

Rural schools 

21.3 

25.9 

16.0 

15.0 

14.5 

14.2 

13*8 

13.6 

12.8 

12.0 

11.4 

10.3 

10.2 

9.1 


100 

100.1 


i In 1927-1928; lour markedly urban counties (Alameda, Los Angeles, Orange, and San Francisco) 
contrasted with the other fifty-four counties, by the writer. 

* In 1927-1928; Baltimore City for urban distribution; remainder of the state for rural distribution. 

> In 1922-1923; rural schools in thirty counties. 

* From the data in the rural school survey of 1922. 

s In 1927-1928. 

The data in Table IV regarding percentage of elementary-school 
children enrolled in each grade of various types of schools in five repre- 
sentative states are characteristic of percentage distributions of school 
children in the grades in a school year. In rural schools as well as 
city schools, the largest enrollment occurs in the first grade. The 
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differenjce between the number of pupils in Grade I and the number 
in Grade II is large. The percentages show that this marked differ- 
ence is not typical of the differences between the enrollments of suc- 
ceeding pairs of grades. In fact, the decreases in successive grad^ 
from the second to sixth are comparatively small in the five states, mt)x 
the exception of North Carolina. In that state, significanflj^ larger 
decreases occur after Grade IV which correspond to those oceeurring 
after Grade VI in Maryland, Minnesota, and New York. These de- 
creases in the upper grades are due in part to eliminations from school. 

In the rural schools, larger percentages of enrollment occur in the 
first grade than in the same grade in urban schools. On the other 
hand, smaller percentages of enrollment in the upper grades are to 
be noted in the rural schools than in the city schools. The percentages 
in corresponding middle grades are approximately the same in rural 
schools as in urban schools. 

The data regarding the one-teacher schools and the four-teacher 
schools in New York disclose that the same contrasts and similarities 
are to be noted in the two sizes of rural schools as occur in the two 
sizes of population groups. The relative conditions are to be seen 
also in the percentage distributions in schools of various sizes in 
Elmore County, Alabama, These data are presented in Table V (2), 


Table V. — Percentage op Children in Each Grade by Types op Elementary 
Schools in Elmore County, Alabama, During the School Year 1927 - 1928 * 


Grade 

One 

Teacher 

Two 

Teacher 

Three 

Teacher 

Four 

Teacher 

Five or 
More 

I 

37.6 

23.6 

22.0 


18.9 

II 

9.8 

16.1 

16.0 


13.1 

Ill 

18.8 

14.6 

14.7 


16.2 

IV 

16.0 

11.9 

12.2 

12.4 

13.5 

V 

2.3 

13.6 

11.1 

17.9 

12.5 

VI 

9.0 

14.2 

12.6 

17.3 

14.0 

VII 

7.6 

7.0 

11.4 

6.2 

12.8 


Total 

100 

100 

100 

100 

100 



1 Adapted from Alabamat Report of the Survey of Slmore County Schools, 1929. p. 50. 


Odell’s intensiTe study of the effects of the promotion programs on 
the average rates of progress of elementary-school pupils |>resents types 
of distributions of progress status according to types of schools. From 
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this investigation have been taken the data organized in Table VI 
(22: 20). In the Illinois school systems providing for annual promo- 
tions, the percentage of children making rapid progress in rural 
schools is twice that of the same type of pupils in urban schools, and 


Table VI.— Bate op Peooeess op Pupils in the Elementary Schools op Illinois 
According to Size op Community, 1923 
(After OdeU) 


Clasbification of Schools According 

TO COMMTWITT 

Schools Having Sxmbstbb 
Promotions 

Schools Havikq Annual 
Promotions 

Rapid 

Regular 

Slow 

Rapid 

Regular 

Slow 

30 000 populfttioD Tnnf« 

13 

63 

24 




lOtOOO-29,990 population 

7 

54 

39 

2 

66 

32 

2,500- 9,909 population 

7 

58 

35 

2 

71 

27 

Less than 2,500 population 


67 

23 

2 

71 

27 

Eural-sohool population 

— 

— 

— 

4 

72 

24 


the percentage of pupils making slow progress in the rural schools is 
less than the percentage of pupils making slow progress in the city 
schools. The percentage of rural-school children making regular prog- 
ress is greater than the corresponding percentage attending the other 
types of schools. The study shows also that city school systems and 
village school systems providing for semi-annual promotions have much 
larger percentages of pupik making rapid progress than have the other 
school systems. On the other hand, cities between twenty-five hundred 
and thirty thousand population providing for half-year promotions 
have large percentages of pupils making slow progress. 

An intensive treatment of the data to obtain average rates of 
progress per year produced numerical values from which two con- 
clusions can be drawn: (1) The average child in any one type of 
school progresses through the grades at about the same rate as the 
average child in every other type of school. (2) The progress of rural- 
school children who have moved from school to school is retarded 
slightly more than that of the same type of city-school children (22). 

In the Illinois study, it was found that pupils spending their whole 
career in one school S3^tem progressed at the rate of .98 school years 
per annum in city schools with semiannual promotions; .94 school 
years in city and village schools with annual promotions; and .96 
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sehool years in rural schools. Of the pupils moving from system to 
system while in the elementary schools, the average city-school child 
progressed .93 school years per year; the village-school child, .92 
school years; and the rural-school child, .89 school years (22:57). 
The data accumulated in the California study indicate that similar 
conditions existed in that state in 1925 (6 : 295fif.). Foote’s report (9) 
shows that consolidation of rureil schools does not contribute to pro- 
ducing a marked change; in the one-teacher schools, the annual prog- 
ress was .67 school years and in the consolidated schools, .69 years. 

One of the series of investigations reported regarding the pupils in 
California (6) indicates clearly that pupils of superior ability prog- 
ressed less rapidly in the rural schools than similar pupils in city 
schools. The study also shows that the superior pupils ‘skipped’ most 
frequently one of the grades from the second to the sixth, and especially 
Grade II. Such of these pupils as were not promoted sometime during 
their elementary-school careers found Grades I, HI, IV, and V to be 
the most difficult ones (6:323ff.). 

Causes or Non-Pbomotion in the Bubal, Schools 

Percival’s thorough study (26) of why the teachers in one state 
failed pupils in each of the elementary grades indicates the specified 
causes and the subjects reported markedly difficult in each case. A 
close correlation between factors and conditions in city schools and 
those in rural schools was found. Such marked agreements induded 
in the study make it possible to discuss here, briefly, the failures of 
pupils in the rural schools. 

Of the pupils failed in the county schools in California in June, 
1925, 35.7 percent were not promoted because of one reported cause; 
36.3 percent, because of two causes; 19.3 percent, because of fliree 
causes; and the remainder, because of four to six caus^. Table YH 
contains the distribution of all the causes reported (26:333). Learn- 
ing very slowly, lack of application and the like, weak schooling founda- 
tion, low mentality, and changing schools during the year were the 
outstanding causes contributing to failure of pupils reported by the 
rural school teachers. One of the two significant diflermices betwemi 
causes of failure in city schools and those in rural schools occurred 
in cases of absence due to illness. The percentage of cases was oondd- 
erably Iccb in rural than in urban schools (26). 
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Tabls vn, — ^B istribution of Beported Failures in Califobnia Elementary 
Schools in 1925 According to Contributing Causes Listed by the Teachers 
(From Bagley and Kyle, after Percival) 


Ca-usb CoNTBiBUTmo TO Non-Promotion 

Number or Gabes 

Pebcentaoe or Cases 

Cities 

Coimties 

Cities 

Counties 

Learns very slowly 

2,760 

667 

36.7 

36.9 

liack of application, etc 

2,677 

603 

35.5 

33.3 

Entered with weak foundation 

1,697 

403 

22.5 

22.3 

Change of schools during year 

1,341 

343 

17.8 

19.0 

Absent due to illness 

1.260 

196 

16.7 

10.9 

Foreign language handicap 

977 

264 

13.0 

14.6 

Pupil subnormal (tested) 

974 

371 

12.9 

20.5 

Immaturity 

957 

198 

12.7 

11.0 

Poor home conditions 

756 

247 

10.0 

13.7 

Absence (other than illness) 

640 

149 

8.5 

8.2 

Poor health (pupil not absent) 

394 

71 


3.9 

Defective vision 

172 

55 


3.0 

Other physical defects 

161 

61 


2.8 

Defective speech 

137 

28 


1.6 

Defective hearing 

74 

20 


1.1 

Total number of pupils failed 

7,531 

1,811 

100 

100 


Pearson r = .985 PEr = ,005 


When single causes and combinations of causes of reported non- 
promotions were tabulated, it was found that 12.4 percent of the fail- 
ures in the rural schools were attributed to a combination of learning 
slowly and lack of application, attention, and the like ; 10 percent to 
lack of application, and entering the grade with a weak foundation; 
8.6 percent to weak foundation and learning very slowly ; and 8 per- 
cent to low mentality as indicated by test data. 

Outstanding causes of failure were noted in various grades. Im- 
maturity, for instance, was a significant factor in Grade I only. The 
first combination mentioned above accounted for approximately 18 
percent of the failures in the fourth grade and in the seventh; the 
second combination accounted for 15.4 percent in Grade VI and 23 per- 
cent in Grade VIII (26:343). 

Table VIII taken from Percival ^s study (26:349) indicates the 
extent to which teachers believed that weaknesses in the various sub- 
jects were sufficient to cause non-promotion of their pupils. The 
subjects of arithmetic and reading occurred with extreme frequency, 
while language, spelling, geography, and history occurred with marked 
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frequency. Over 99 percent of those failing were weak in reading in 
Grade I ; 90 percent, in Grade 11; 67 percent, in Grade III; 56 per- 
cent, in Grade IV ; 40 percent, in Grade Y ; and so on with decreasing 
percents to 24 percent in Grade YlII. Arithmetic was a reported sub- 
ject weakness in 49 percent of Grade II and more than 72 percent in 
each of the grades above that. Language weaknesses were reported 
in 49 percent to 56 percent of the cases of failure in Grades III to VIII. 
Spelling weaknesses occur in 51 percent of the non-promotions in Grade 
in ; 48 percent in Grade IV ; and over 31 percent of the eases in each 
of the Grades II, V, and VI. Large percentages of subject weaknesses 
were listed in geography and in history in grades above the third. The 
percentages in these subjects increased grade by grade, those in history 
outstripping the corresponding ones in geography. Seventy-four per- 
cent of eighth-grade failures were reported in the former subject and 
59 percent in the latter. 

Among the 1,414 rural-school pupils reported as failing because of 
specified subject weaknesses, 418 were listed as not promoted because 

Table VIII. — ^Distkibotton or Pupils Failino in CAuroENiA Elbmentabt 
Schools According to Specified Subjects in Which Weakness 
Led to the Non-Promotion 
(From Bagley and Kyte, after Percival) 


SuBjacTS IK Which WiiAKinBssBS Wbrb 
Rbpobtxd 

Number of Cases 

Percentage of Cases 

Cities 

Counties 

Cities 

Counties 

Reading 

3.S79 

820 

67.8 

58.0 

Arithmetic 

3,118 

871 

54.1 

61.6 

Language 

2,173 

306 

37.7 

21.6 

Spdling 

1,555 

360 

27.0 

25.5 

Geography 

1,072 

350 

18.6 

24.8 

History 

1,048 

317 

18.2 

22.4 

Writing 

401 

70 

7.0 

4.9 

Grammar 

324 

121 

5.6 

8.6 

Soienoe 

90 


1.6 



74 

15 


1.1 

CSvioe 

65 

16 


1.1 

Music 

39 

37 


2.6 

Hygiene 

20 



3.2 

Industrial arts 

14 


.3 

.1 

Home economics 

11 


.2 


Foreign Inngiisge * 

10 


‘.2 


Typewriting 

' 4 


.1 


Miscellaneous - 

4 


.1 







Total number of pupils failed 

5,758 

1,414 

100 

100 
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of wei^ess in only one subject. Of this number, 95 cases were in 
arithmetic and 307 in reading. The latter subject accounted for 205 
out of 216 single-subject failures in Grade I and 68 out of 73 in 
Grade II. The cases listed with a single weakness in arithmetic were 
scattered over the grades, from the first to the sixth especially, with 
the largest numbers and percentages recorded in Grades III, IV, and 
VI. Combinations of two or more subject weaknesses causing non- 
promotions also presented groupings by grades which included sub- 
jects in marked agreement with the grade-placement of subject weak- 
nesses just discussed. 


Health or Purms 

Another factor affecting the progress of pupils in school and in 
their lives out of school is health. Table IX contains data recently 
compiled with respect to the public-school children in Virginia show- 
ing the extent and nature of reported defects and the results of 
efforts to eliminate the conditions. The distributions of cases re- 
ported are similar in the city schools and in the rural schools, but 


Tabus IX. Health Data Bepobted Beoabdino the School CHmoBEK m the 
Cities and Counties op Virginia pob the Yeab Ending June 1, 1929 
(From mimeographed reports) 


PaBoaMTAQB 07 Childbbn 


City 


County 


Enrollment inspected 

Found with defects 

Defective vision. 

Defective heuing 

Defective teeth 

Defective throats 

Ten percent or more underwdght 

Not Vaccinated 

Defective vision reported corrected 

D^ective hearing reported corrected 

Defective teeth reported corrected 

Defeetive throats reported corrected 

Underweight improving to normal weight. 

Given toadn-entitozint 

Vaednaiedt 


77.6 

94.6 

67.6 

75.6 

10.5 

14.8 

2.2 

4.3 

46.9 

57.0 

22.5 

10.2 

18.5 

23.0 

3.3 

20.4 

25.5 

15.8 

17.7 

13.8 

46.5 

23.0 

17 . 4 ^ 

8.7 

e 

32.7 

16.0 

37.2 

87.5 

53.1 


dbtehiable ieoin the data. 
tDdiiii 
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the percenteges are larger in the latter group. The am 

typical of the ones found in other states where inspections have hwx 
made and reported. The various localities discussed in the report of 
the Joint Committee on Health Problems in Education exhibit 
conditions in the rural schools (33). 

The survey of the rural schools of Buffalo County, Nebraska (23), 
presented similar conditions with respect to the various items included 
in the physical examination. Over 41 percent of the pupOs bad de- 
fective teeth ; 26 percent, defective nose or throat ; 20 percent, de- 
fective eyes ; 11 percent, defective eyes and teeth ; 10 percent, defective 
nose or throat and teeth; 8 percent, defective ears; 2 percent, all 
the defects mentioned; and 36 percent with combinations of two or 
more defects other than the combinations already listed. 

How effectively the conditions are being met in some places is to 
be seen in Table IX. Although the rural schools in Virginia are mak- 
ing progress in overcoming health handicaps of school children, the 
extent of improvement lags behind that achieved in the city schools. 
The greater diflSculty of obtaining medical attention in the rural dis- 
tricts, the marked concentration of health specialists in cities, and the 
slower introduction of intensive health-education programs in rural 
school systems are some of the causes of the disparities existing. 

In a communication to the writer, Superintendent Calvin S. Smith, 
of the Cranite School District, Utah, reported how one phase of the 
health program dealing with physical defects was met. 

In 1927, an examination of the teeth of the children revealed that 
4 >i 53 cases out of 5402 examined needed dental care. The establish- 
ment of a dental clinic by the school board and county officers acting 
jointly was responsible for I,ii8 extractions, 923 fillings, 395 treat- 
ments, and 581 cases of cleaning of the teeth by the sdiool dentist. 

Reports from various county school officers in different parts of 
the country show the effectiveness of health-education programs where 
school nurses are employed. The use of the health club by a nurse 
in Smythe County, Virginia, as a mean of creating pupils’ interest 
in the forming of good health habits is included in the Joint Cesn- 
mittee’s report. The data in Table X, from Wood (33), indicate the 
extent to which children reported that they bad formed eertain healtll 
habits. The number of habits to be reported was increased atiTHiii,lly 
as the health-education program was expanded, thus providing ieet'A 
growing numbmr of different health habits. I^e infommtioir UdibiNi 
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some light on the varying degrees of difficulty encountered in coping 
with the habits listed. Getting children to use individual towels, for 
example, was a much harder educational habit to secure than in- 
fluencing pupils to use individual drinking cups. Sleeping with open 
windows was readily accepted and practiced by almost all the pupils, 
but many of them continued to drink tea or coffee. Other significant 
points can be seen in the table, which limited space precludes treating 
in detail. 


Taslb X. — Eepobts or School Children in Smythe County, Virginia, Begaedino 
Heai/th Habits Being Formed — Expressed in Percentages 
V (Prom Wood) 


iTBifB Rbpobtkd bt thb Ghildbbn 

Before 

Health 

Club 

SiNCB Hbalth Club Bboam 

1917- 

1918 

1918- 

1919 

1919- 

1920 

1020- 

1021 

Sleeping with open windows 

55 

90 

93 

96 

97 

Brushing teeth twice a day 

25 

75 

73 

68 

72 

Washing faee, hands, neck and ears 

67 

94 

98 

97 

95 

Cleaning finger nails 

34 

75 

74 

75 

72 


75 

96 



98 

Dcfing without tea and coffee 

33 

76 

76 

78 

75 



97 

99 

97 

100 

Plnying «. |^mA aamIi Hny 



99 

97 

100 

Improving in pontnni 

H 

84 

85 

67 

84 

Using individual towehi 


44 

65 

59 

53 

Using individual drinking cup 

40 

85 

87 

82 

85 

vY>d aurroundingii in good order 



93 

93 

87 

Doing at least one daUy helpful deed 



96 


99 

f^yrsylyg dey 




80 

71 

Drinking Hit lenst tvo glnennii of milk per dny 




70 

70 

Ohewing food properly 




86 

96 

Attending to needs of body at the proper time. . . 




97 

97 

Drinldng eiw glw— ^ nf wnter per day 





91 

IBetis^g fruit end vegeiablee stfRAk dey 





99 

^Uinber having dental work dnfie, rr.. 
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NimdMT reporting 


1,750 

3.000 

BS 

6.000 


Godfrey’s investigation of the distribution of communicable dis- 
eases according to size of community in New York shows positively 
that the environment of the open country compensates to some extent 
hcet the Isdc of available medical attention. In Table XI, adapted 
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from the data, it can be seen tiiat in the three diseases listed — t]rph<M: 
fever, diphtheria, and measles — ^the rate of occurrence is lower in the 
unincorporated districts than in the cities (12:620, 622, 626). The 
low percentages of fatality in the rural communities in the case of 
typhoid fever and measles more than offset the slightly higher per- 
centage of fatality in cases of diphtheria (12). 


Table XL — Disteibution or TvPHoro Pevee, Diphtheeu, and Measles in Nbw 
Yoee Aoooboino to Size or Communitt 
(After Godfrey) 


Type of Community 

Ttphozd Fbvbii 

Dipbthxria 

MBAaUDB 

Ratei 

Deaths* 

Percent 

Fatal- 

ity 

Rate* 

Deaths* 

Percent 

Fatal- 

ity 

Rate* 

Deaths* 

Percent 

Fatid- 

ity 

New York City 

22.0 

3.5 

15.0 

220 

18.0 

8.2 

470 

9.5 

2.0 

200,000-1,000,600 

25.6 

4.2 


270 

22.0 

8.1 

550 

7.0 

1.3 

60,000-200,000 

35.0 

5.0 

14.3 

230 

17.0 

7.4 

710 

8.0 

1.1 

20,000-60,000 

46.0 

5.6 

12.2 

155 

12.5 

8.1 

870 

6.0 

.7 

10,000-20,000 

69.6 

8.8 

12.7 

180 

13.0 


810 

7.6 

.9 

6,000-10.000 

63.0 

7.9 

12.5 

166 

11.6 


760 

5.8 

.8 

2,600-5,000 

50.0 

6.8 

14,0 

137 

9.5 

6.9 

870 

4.5 

.5 

Under 2,600 

47.0 

6.7 

14.3 

95 

6.0 

6.3 

870 

3.6 

.4 

Unincorporated 

42.0 

5.2 

12.4 

70 

7.6 

10.7 

610 

4.2 

.7 


^ Cases per 100,000. 
s Deaths per 100,000. 


If the information regarding the geographical variations in the 
incidence of poliomyelitis occurring in Vermont from 1912 to 1925, 
reported in Aycoek’s article (3), is typical, this serious disease occurs 
during the school ages of children in villages and rural districts, but 
at a much younger age in cities. The percentage distributions by age 
groups and types of population communities, in Table XU, indicates 
how clearly tiiis specific health problem is one which seemingly chal- 
lenges rural-school officers rather than city-school officers. 

Table XIII indicates the prevalence of tuberculous infection hi 
children under sixteen years of age in a Minnesota rural communily. 
If this information, taken from the recent report by Vorics (32: 1007), 
is typical of conditions elsewhere, it indicates another health proUfan 
to be dealt with in the rural schools. The lack of additional data in 
reports makes it impossible to assert that the situaticm is ‘^r^eal. 
The dearth of statistical information about many healik items in raxal 
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Table XII. — Distribution of Cases op Poliomyelitis in Vermont, 1912 to 1925, 
According to Age Groups and to Types of Community 
(After Aycock) 


Patients' Ages in Years 

Cities 

Villages 

Country 

Number 

Percent 

i Number 

Percent 

Number 

Percent 

Under 5 years 

122 

62.2 

104 

38.1 

99 

26.1 

5 to 14.9 years 

56 

28.6 

116 

42.5 

175 

46.2 

15 years and over 

18 

9.2 

53 

19 4 

106 

27.7 

Total 

196 

100 

273 

100 

379 

100 


Table XIII. — Incidence of Tuberculous Infection in Children of a 
Minnesota Eural School Community in 1924 
(After Vories) 


Children’s Ages in Years 

Boys 

Girls 

Number 

Examined 

Number 
of Cases 

Percent 

Number 

Examined 

Number 
of Cases 

Percent 

0.5 to 2 years .... 

21 




13 

3 

23.0 

2 to 5 years 

no 

11 

10 0 

99 

13 

13.1 

5 to 10 years 

220 

36 

16 3 

186 

32 

17.2 

10 to 15 years 

181 

33 

18 2 

170 

41 

24.1 

Total 

532 

80 

15 

468 

89 

19 


coinmunities, in fact, precludes as accurate an account of the health 
status of the pupils as it is desirable to obtain. 


Mentality of Pupils 

Although the data in Table VII indicate that rural-school teachers 
reported a larger percentage of children not promoted because of low 
mentality than city-school teachers reported, mental ages of rural- 
school children in a grade average lower than those of city-school 
children in the same grade. This condition is especially true after 
the first grade. Table XIV illustrates the differences in the grades 
above the second. The findings in less extensive suiveys in various 
states (1, 7, 14, 18, 20) are in marked agreement with the data pre- 
sented in the table and supplement them with respect to the mentality 
of children in the lower grades. 
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Table XIV. — Comparison of Mental Age of Children in Rural and in 
City Schools in Three States 
(Indicated by Median Ages Expressed in Months) 



Grade 

III 

Grade 

IV 

Grade 

V 

Grade 

VI 

Grade 

VII 

Grade 

VIII 

MisBiBBippi (white children, 1925) : ! 




! 



Fewer than 2,500 

87 

113 

131 

138 

147 

157 

2,500-9,909 

103 

128 

140 

147 

169 

175 

Over 10,000 

109 

126 

140 

160 

161 

177 

New York (1922) :* 







One teacher 

100 

109 

126 

143 

155 

163 

Four teachers 

106 

119 

136 

152 

168 

178 

Texas (1925) : 







One and two teachers 

94 

169 

122 

133 

146 



Three and four teachers 

94 

111 

126 

136 

146 



Five and more teachers 

100 

118 

136 

147 

160 



Cityf 

— 

— 

140 

— 

168 

— 


♦“Rural schools” defined as those m districts with less than 4,500 population. 
t“City” defined arbitrarily as a place having more than 10 teachers in the high school. 


The mean or the median scores of mentality by grades in most states 
from which information was obtained disclose that the differences be- 
tween first-grade city-school scores and first-grade rural-school scores 
are comparatively slight, the advantage being held by the city schools. 
Grade by grade, the differences increase, however, to such an extent 
that the intelligence score of the fifth-grade city-school child is gen- 
erally the same as, or slightly higher than, that of the sixth-grade 
rural-school child. In each of the upper grades, the average mental 
age of rural-school pupils is less than the mean chronological age. A 
study of the data in KraybilFs investigation (15) indicated, for ex- 
ample, that the mean chronological age of rural-school graduates ap- 
plying for admission to Pennsylvania high schools is thirteen years 
eleven months, but the mean mental age is only thirteen years. 

The data in the studies show that the mean or the median mental 
age of pupils in a grade of a small school is lower than in the corre- 
sponding grade of a larger school. Table XIV illustrates this point 
with respect to the rural schools in three of the states. In dis- 
cussing a similar condition found in a California county, Adams 
(1 : 4 ff.) showed the difference to be such that the children in a grade 
in a one-teacher school are mentally ‘‘53.51 percent of a grade be- 
low” children in the same grade in rural schools with more than one 
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teacher. In the small rural schools, children are promoted from grade 
to grade with lower mental ages than are children in larger rural 
schools. Children in rural schools, irrespective of size, are promoted 
from grade to grade with lower mental ages than are children in city 
schools. 

That the differences just noted are not merely differences in men- 
tal ages, but also differences in intelligence quotients is to be seen in 
Table XV. The median of intelligence quotients in a rural-school 
grade is lower than that in the corresponding grade of city schools. 
While the medians in the successive grades of city elementary schools 
continue to be those of children of normal mentality, those of children 
in the rural elementary schools point to low normal intelligence scores 
and even to types of pupils classified as ‘ ' dull ” ( 29 : 78-104 ) . Whether 
the conditions are due to nature or nurture or both, the data do not 
disclose. 


Table XV. — Median Intelligence Quotients op Pupils in Various Types op 
Elementary Schools in Four States 



Grade 

I 

Grade 

II 

Grade 

III 

Grade 

IV 

Grade 

V 

Grade 

VI 

Grade 

VII 

Grade 

VIII 

Sonoma County (California, 
1924): 

Rural Bohools 

90 

92 

90 






Mississippi (Representative 
white, 1925): 

Fewer than 2,500 i 

103 

103 

87 

89 

88 

93 

93 

80 

2,600-9,999 

98 

103 

99 

96 

103 

116 

99 

100 

More than 10,000 

100 

101 

100 

100 

108 

99 

107 

116 

Texas (1925): 









Fewer than 5 teachers . . . 





75 

80 

82 

82 

83 



Five and more teachers 





84 

88 

95 

93 

95 



City teachers 

— 

— 

— 

— 

99 

— 

102 

— 

Utah (1926): 

Rural schools 

City schools 

— 

— 

94 

107 

98 

109 

97 

95 

91 

107 

95 


Achievement op Pupils 

Since the promotion records of children in various types of schools 
and the intelligence scores of these pupils are not in agreement, what 
does the measured achievement of the pupils show? Table XVI con- 
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tains a partial answer which coincides with that which should be ex- 
pected. Of the records from five states, only one presents a situation 
in which the poorest reading achievement score of fifth-grade pupils 
was not found in the smallest schools. The fifth grade was selected as 
the point where the accumulated effects of a type of school would 
be seen before many children had dropped out of school. Table XVI 
presents clearly the fact that the larger the school, the better is the 
achievement in reading. The reading achievements of the city-school 
pupils are superior to those of the rural-school pupils in corresponding 
grades. 


Table XVI. — Futh-Grade Reading Achievement in Various Types of 
Elementary Schools in Five States 


Type of School 

Indiana 

(1923) 

Kentucky 

(1921) 

Maryland 

(1928)* 

New York 
(1922) 

Texas 

(1925)t 

One teacher 

4.4 

37 0 

36.1 

31.5 

40.5 

Two teachers 

4 6 

38.1 

51.8 

28.9 

40.5 

Three teachers 

4 9 

38 3 

50 5 

40.4 

40.8 

Four teachers . . 

4 8 

38 9 

47.8 

41.6 

41.4 

Five teachers . . , 

4 8 

38 6 

55 6 





Six teachers . . 



41.4 

44 3 





Five or more teachers (rural) 









45.3 

Six or more teachers (rural) . 

4 9 









Seven or more teachers (rural and city) 





59 2 





Town 

5 0 









City 

5 3 

43 0 

— 

— 

46.8 

Standards 

5 5 

46.5 

— 

— 

44.9 


♦Percentage of pupils at or above standard, 
f White children only. 


Van Wagenen’s intensive study of the achievement of Minnesota 
children shows the same conditions with respect to arithmetic, lan- 
guage, and spelling, as well as reading. Table XVII, constructed from 
his findings (31:15), presents representative data. Achievement 
scores in the rural schools are significantly lower than in the city schools 
in all three subjects. Comprehension in reading, the fundamental 
operations in arithmetic, and mastery of words in spelling especially 
have been developed in the large city schools to the point that in the 
eighth grade the achievement of the pupils exceeds that of the rural- 
school pupils by almost a year. 
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The data show also the disadvantages of the eight-month school 
as compared with the nine-month school. The pupils who are given 
an additional month of schooling per year are achieving better results 
in the Hhree E^s’ than their less fortunate fellows in the eight-month 
schools. Frost’s study (11) of types of schools in Kentucky indicates 
markedly also the handicaps which children suffer in achievement 
because of the short school terms. 

Table XVII. — Mid-Differences in Reading, Arithmetic, and Spelling Between 
Various Types of Minnesota Elementary Schools as Indicated 
BY the Achievements of Eighth-Grade Boys 
(After Van Wagenen) 


Pairs of Type Schools for Which 
Differences Are Computed 

Reading 

Arithmetic 

Spelling 

Compre- 

hension 

Inter- 

pretation 

Funda- 

mentals 

Prob- 

lems 

Nine-month rural minus eight-month rural . . 

2 

0.0 

3.6 

0.0 

2.5 

Very small village minus nine-month rural. . . . 

2 

1.0 

2.0 

3 0 

1.0 

Small village minus nine-month rural 

2 

1.0 

1.0 

3.0 

2.6 

Small city minus nine-month rural 

2 

0.5 

2.0 

0.75 

1.0 

Large city minus nine-month rural 

2 

-0.25 

1.5 

1.0 

3.0 

Large city minus eight-month niral 

6 

1.0 

5.0 

1.0 

6.0 

Grade VIII minus Grade VII 

4 

4 

6 

6 

4 


Orleans and Baer (24) found that third-grade children in the 
rural schools of New York wrote with a less satisfactory quality of 
handwriting than did village-school pupils In the same grade. By the 
time the fifth grade was reached, however, the differences were prac- 
tically eliminated. Table XVIII, adapted from the study, shows that 
in the matter of speed the children in the smaller schools did less well 
(24: 9, 14). The larger the school, the greater the speed achieved by 
the children without sacrificing quality. Children in the third grade 
of one-teacher schools, for example, write nine words per minute less 
than third-grade children in village schools, and eighth-grade children 
in the former write eleven words per minute slower than eighth-grade 
children in the latter. How significant this difference is can be seen 
from the additional fact that village-school children in the grades 
above the fourth write as fast or faster than children in the next 
higher grade in one-teacher schools. 
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Table XVIII. — ^Rate and Quality op Handwriting in the Upper Grades op 
Various Types op New York Elementary Schools in 1927 
(After Orleans and Baer) 


Type of School 

Rate 

Quality 

III 

IV 

V 

VI 

vn 

VIII 

III 

IV 

V 

VI 

VII 

VHI 

One teacher* 

40.6 

61.2 

64.1 

71.6 

76.5 

82.9 

35.9 

41.2 

46.6 

53.4 

60.1 

66.8 

Two and three teachers . 

45.9 

68.9 

69.7 

76.3 

80.4 

83.1 

38.3 

44.2 

46.9 

53.8 

61.2 

68.2 

Four to ten teachers 

48.2 

61.7 

67.8 

77.1 

82.0 

87.3 

39.2 

42.0 

46.6 

52.6 

56.4 

61.8 

Ten or more teachers 

46.9 

66.5 

68.0 

76.3 

85.1 

89.0 

40.1 

43.6 

48.8 

54.3 

60.9 

65.9 

ViUaget 

49.3 

61.6 

70.4 

78.7 

87.2 

94.1 

40.4 

42.6 

48.7 

53.2 

57.2 

65.5 

Grade standards 

49 

69 

67 

74 

78 

82 

43.6 

47.6 

51.6 

55.6 

69.6 

63.6 


•All types listed except village schools are rural. 
tVillage schools with annual promotions. 


Achievements of pupils in the social studies in rural schools as 
compared with results in city schools present even more serious con- 
trasts. In the New York survey, Haggerty found eighth-grade chil- 
dren in one-teacher schools achieving lower scores in history than 
the seventh-grade children in New York City. The pupils in four- 
teacher rural schools were achieving less satisfactory results in the 
eighth grade than were the city-school children in the same grade. 
These data, derived from Haggerty (13:177, 178), are shown in 
Table XIX. 

O’Shea's findings in the Mississippi survey (25:243) present a 
greater difference. The median scores in the history-literature test 
(25 : 312), listed in Table XX, disclosed that the children in Grade IV 


Table XIX. — History Achievement in Three Types op New York 
Elementary Schools 
(After Haggerty) 


Type of School 

Grade 

Achievement Scores 

Information 

Thought 

One teacher 

VIII 

31 

29 

Four teachers 

VIII 

89 

37 

New York City 

VII 

32 

32 

New York City 

VIII 

42 

42 
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Table XX. — Median Scores in Ages by Months Achieved in History-Litera- 
ture BY Mississippi White Children Attending Schools in 
Three Types op Community 
(After O^ea) 


Population Groups 

Grade Medians of Pupils* 

IV 

V 

VI 

VII 

VIII 

Cities over 10,000 

128 1 

139 

145 

158 

171 

Cities 2,500 to 9,999 ... 

122 

139 

143 

157 

171 

Population below 2,500 

117 

127 

131 

140 

147 

Standard age 

126 

137 

149 

161 

172 


^Medians computed by the writer 


of large city schools were doing better than children in Grade V of 
the rural schools, and that children in Grade V of the former were 
doing as well as children in Grade VII of the latter. 

In Minnesota, Van Wagenen (31) found the rural-school pupils 
achieving less satisfactory results in geography than were the city- 
school pupils. He found the length of the school year in rural schools 
affected the results sufficiently to give the child in the nine-month 


Table XXI. — Mid-Differences* in Phases of Geography Between Types of 
Schools in Minnesota as Computed from the Achievements of 
Pupils in Grades VIT and VIII 
(After Van Wagenen) 



Information Phabb 


Thought Pbasb 


Pairs or Ttpb Schools for Which 
D irrBRBNcxB Arjb Comfutbd 

Grade VII 

Grade Vlllf 

Grade VII 

Grade Vlllf 


Boys 

Girls 

Boys 

Girls 

Boys 

Girls 

Boys 

Girls 

Nine-month rural minus eight-month 
rural 

2.00 

1.00 

2.50 

2.00 

1.00 

1.00 

1.00 

.25 

Very small village minus nine-month 
rural i 

0.00 

0.00 

—1.00 

—3.50 

2.00 

2.50 

2.00 

1.00 

Small village minus nine-month rural 

1.00 

1.50 

—1.00 

—3.25 

1.00 

1.00 

1.00 

1.00 

Small city minus nine-month rural . . 

1.25 

2.00 

—0.50 

—3.25 

2.75 

2.75 

1.75 

1.00 

Large city minus nine-month rural . . . 

1.75 

1.50 

—1.50 

—3.00 

2.25 

2.60 

1.00 

0.50 

Lurge eity minus mght-month rural 

4.50 

2.00 

1.00 

—1.60 

3.00 

3.00 

2.00 

2.00 


*A mid-difFerenoe of 6 is approximately equivalent to one year of progress, 
fGec^phy not studied in the first half of the eighth grade. 
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school an advantage over one in the eight-month school. Table XXI 
illustrates these and other differences (31:41, 47). 

In the Mississippi survey, achievements of children in nature study 
are also included. Table XXII, constructed from the data in the re- 
port (25:311), indicates that the achievements of rural-school chil- 
dren, as compared to those of city-school children, are not quite so 
poor in this subject, as they were in history. The results in the rural 
schools, however, are still far from satisfactory in the subject dealing 
with environmental factors which should prove more advantageous 
to rural than to city children. By the time the latter are in the sev- 
enth grade, they are able to achieve a slightly higher score than their 
country cousins in the next higher grade. 


Table XXII. — Median Age Scores of White Pupils in Months in Nature 
Study in Various Types of Mississippi Communities* 

(After O'Shea) 


Types of Community 

Age Scores by Grades 

IV 

V 

VI 

VII 

VIII 

Cities over 10,000 

129 

140 

161 

157 

172 

Cities 2,500 to 9,999 

125 

137 

148 

157 

172 

Population below 2,600 

123 

134 

142 

148 

155 

Standard age 

1 

126 

137 

149 

161 

172 


^Medians computed by the writer. 


Rainey extensive study of the achievements of Oregon school 
children (27) shows the marked superiority of city-school children 
in a grade over rural-school children in the same grade in the social 
studies, literature, and science. His findings regarding achievements 
in the “three R^s’^ are similar to those indicated in the data included 
earlier in this chapter. If all the data found in such state surveys 
as have been made and in other published and unpublished reports 
could be included here, they would point to the same facts as have 
been illustrated in the materials included. 

Data from two representative studies need to be included, how- 
ever, in order to indicate the results of endeavors to determine rela- 
tive differences in achievement obtained in schools of different sizes. 
In the one-teacher schools and in the consolidated schools located in 
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the open country, Morrison (19) administered tests to discover what 
differences in achievement were occurring in the two types of rural 
schools. Data from his study (19:355-359) are presented in Table 
XXIII to illustrate the differences found by grades and by types of 
schools. On the whole, the results in the larger school are better than 
those in the smaller ; the greatest difference and the only marked one 
occurs in spelling. 


Table XXIII. — Comparison of Achievements in the ^ Three or Pupils in 
Consolidated and in One-Room Rural Schools in New York 
(After Morrison) 



Grade 

III 

Grade 

IV 

Grade 

V 

Grade 

VI 

Grade 

VII 

Grade 

VIII 

Super- 

iority 

Reading (Rate): 








Consolidated 

62.4 

71.8 

91.6 

105.7 

100.1 

112.6 

4.2 

One-room 

47.6 

68.7 

75.1 

103.6 

106.5 

117.2 


Reading (Comprehension) : 








Consolidated 

8.2 

10.9 

16.5 

17.7 

22.2 

26.6 

1.6 

One-room 

6.1 

11.2 

13.1 

17.5 

19.6 

24.2 


Arithmetic: 








Consolidated 

13.8 

17.7 

22.2 

26 0 

29.6 

29 7 

0.6 

One-room 

13.1 

17.0 

21.9 

25.4 

27.6 

30.5 


Language: 








Consolidated 

8.4 

10.6 

12.7 

12.5 

13.8 

14.8 

0.6 

One-room 

7.8 

10.4 

12.0 

12.2 

12.8 

14.2 


Spelling: 








Consolidated 

86.7 

82.0 

76.4 

73.1 

75.0 

80.6 

8.1 

One-room 

82.6 

80.9 

72.2 

69.3 

58.5 

60.9 


Writing (Speed): 








Consolidated 

38.9 

62.1 

64.8 

73.5 

77.4 

83.6 

4.1 

One-room 

39.4 

46.4 

68.9 

66 8 

71.3 

83.1 


Writing (Quality) : 








Consolidated 

28.1 

31.1 

33.1 

39.5 

42.6 

60.6 

1.1 

One-room 

26.3 

30.1 

34.8 

40.0 

40.3 

47.1 



Stone and Curtis (28) endeavored to obtain more refined measures 
of the differences in achievements of pupils in one-teacher schools and 
those of pupils in graded rural schools by carefully matching pupils. 
Pairings were made by matching a pupil from one type of school with 
one from the other type of school. The bases of matching included 
the same chronological age, the same intelligence-test score, and the 
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same grade in school. The data regarding the differences in achieve- 
ment were assembled from the report (28:261) to present in Table 
XXIV a composite picture of the achievement differences found. 
These differences are in favor of the children in the graded schools, 
showing them to be approximately a half-year advanced over the 
children in the one-teacher schools. 

Table XXIV. — Differences in Achievement of Pcpils in One-Boom Schools 
AND IN Graded Schools When Matched According to Chronological 
Age, Grade, and Intelligence Test Scores 
(After Stone and Curtis) 



SuPBRIORITT OF GrADBD 


School Pupils 

Achievement Test Used 




Percent 

Months 

Courtis Arithmetic, Series B 

10.4 

5 0 

Stone Arithmetic 

6.5 

3.0 

Whipple Reading 

10.9 

4.6 

Thorndike Word Knowledge 

2.7 

2.7 

Briggs English Form 

4.9 

4.9 

Stanford Achievement (Grade VII) 



5.6 

Stanford Achievement (Grade VIII) 



4 5 

Stanford Achievement (Grade IX) 

— 

3.8 


Other studies, such as those made by Covert (8) and McCracken 
(17), indicate that the conclusions drawn from the two studies above 
are typical of those to be made from the data found in practically all 
the studies. 

Achievement in Terms op Potential Ability 

In conclusion, one other type of data needs to be included — a type 
which will aid in clarifying the seemingly confused findings presented 
up to this point. When the several general conclusions thus far ar- 
rived at in this chapter are brought together, they indicate that the 
size of the school (or of the community in which it is located) has 
(1) affected slightly the age-grade status of pupils; (2) retarded 
slightly the promotional progress of pupils; (3) proved handicapping 
to children in the smaller units in matters of elimination of health de- 
fects; (4) proved advantageous to these children in case of some 
common communicable diseases; (5) led to their promotion when 



50 


TEE STATUS OF BUBAL EDUCATION 


they possessed lower mental ages and less potential ability; and (6) 
resulted in their promotions when their actual achievement has been 
lower than that of children in larger schools. What, then has been 
the achievement of the pupils in terms of their potential ability? 

Several investigations have been made to find the answer to the 
question. Studies made in California, Minnesota, Texas, and Utah 
contain approximately the same results with respect to the ‘‘three 
R^s’’. Table XXV was constructed from the data included in Kruse’s 
investigation (16) to illustrate typical findings. When achievement 
scores are equated with mental scores which have been expressed in 
comparable terms, the resulting accomplishment quotients show 
clearly that rural-school children are accomplishing results which 
are as good as those accomplished by city-school children. In fact, the 
accomplishment quotients in reading, arithmetic, and spelling of the 
rural-school children tested indicate that they are working up to 
their capacity in the three subjects. The same facts were ascertained 
in the other three investigations published (10, 30, 31). 

Table XXV. — ^Ratios of Achievement Age to Mental Age of Texas White 
Children in Various Types of Elementary Schools According to 
Median Scores in Three Subjects in Grades V and VII 
(After Kruse) 


Achievement Quotients in Three Subjects 
IN Grades V and VII 


Type of School 

Heading 

Arithmetic 

Spelling 

v 

VII 

V 

VII 

V 

VII 

One-teaoher rural 

103 

102 



108 

no 

Two-teaoher rural 

100 

101 



105 

106 

Three-teaoher rural 

98 

101 





104 

109 

Four-teaoher rural 

98 

98 





103 

105 

One-to-four-teacher rural 

99 

101 

95 

93 

105 

107 

Five-and-more-teaoher rural 

100 

98 

93 

91 

105 

104 

City 

100 

101 

94 

89 

104 

104 


Since the achievement scores of rural-school children in social 
studies, literature, and science were lower than their scores in the 
‘three R’s’ and much lower than the scores of city-school children 
in the social studies, literature, and science, the accomplishment 
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quotients of the rural-school children in these enriching subjects will 
be less satisfactory. The data found in various state surveys especially 
support this final conclusion. 

Conclusions 

The reader will readily appreciate the difiSculties which confront 
the writer in his endeavor to generalize from the large amount of data 
of different kinds treated in this chapter. If central tendencies re- 
garding each phase of the status of rural-school pupils are assumed 
to be typical, the significance of deviations from such tendencies will 
be omitted. A summation of the most commonly occurring facts and 
factors, however, serves to indicate disagreements existing between 
general conditions as depicted by one type of data and those shown 
by another type. It aids, therefore, in pointing to further research 
needed to arrive at the details involved in the differences and in in- 
dicating fields for experimentation designed to improve the status of 
the rural-school child. 

In general, the age-grade status of the rural-school child who con- 
tinues in school is relatively the same as that of the child in the city 
schools. In the middle elementary grades, there are larger percent- 
ages of over-age children in rural schools than in city schools. The 
rural-school teachers tend to promote a smaller percentage of their 
pupils than do the city-school teachers, the greatest differences occur- 
ring in the first, seventh, and eighth grades. The number of non- 
promotions together with the number of eliminations produce in both 
types of schools much larger enrollments in the lower elementary 
grades than in the upper ones. The smaller the school, however, the 
greater is the percentage of enrollment in the lower grades. The 
causes of non-promotion and the subjects causing the greatest diffi- 
culty in these cases are quite similarly distributed in the rural schools 
and the urban schools. 

The limited data regarding health conditions indicate the existence 
of conflicting influences operating in different types of communities. 
While rural-school pupils are working under a greater handicap than 
urban-school children, owing to the greater number of physical de- 
fects found in the former, the rates of occurrence of cases and of 
deaths due to typhoid fever, diphtheria, and measles indicate that 
the country child is more fortunately situated than is his city cousm. 
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On the other hand, poliomyelitis seems to be primarily an infant’s 
disease in the city and a disease of children of school age in the country. 

The mental ages of rural first-grade children are only slightly 
lower than those of urban first-grade children in the various states 
from which data could be obtained. In succeeding higher grades the 
differences increase until by the time children reach the sixth grade 
the average rural-school child in a grade is mentally a year or more 
younger than the average city-school child in the corresponding grade. 

The corresponding data regarding intelligence quotients yield 
central tendencies similar to those found regarding the mental ages. 
In the first two grades, the intelligence quotient of the average child 
in the rural school is slightly lower than that of the average child 
in the corresponding grade in the city school. The differences be- 
tween mean and median intelligence quotients become significant in 
the third grade and even more marked in the upper grades; the 
higher quotients occur among the average children in urban schools 
as contrasted with those of the average rural-school children in the 
same grade. 

School achievement of pupils in rural schools, as measured by 
standardized educational tests, is less satisfactory than that of city- 
school pupils. Size of school and length of school term seem to be 
factors operating to cause some of the differences existing. The poorest 
results in rural schools, as contrasted with those in city schools, occur 
in subjects other than the three R’s.’^ The achievements in the con- 
ventional subjects, however, are less satisfactory in each grade of the 
rural school than in the corresponding grade of the city school. 

With respect to the achievement quotient, when intelligence and 
achievement scores are considered together, with intelligence rendered 
constant between children in rural schools compared with children 
in city schools, the former are found to be achieving as satisfactory 
results as the latter in the three R’s,’' which are in keeping with 
their general readiness. In such studies as history, geography, and 
nature study, however, the relative accomplishments of the rural-school 
pupils are meager as compared with those of their city cousins. 

The general status of the rural elementary-school pupil is, there- 
fore, a clearly less satisfactory one than that of the city elementary- 
school pupil. In order to ascertain with a high degree of accuracy, 
the specific causes of the difference and the interrelation of each 
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factor operating with every other one, numerous intensive studies in- 
volving a series of controlled factors need to be made. When such 
new and refined data are obtained as these investigations will yield, 
experimentation can be carried on for the purpose of eradicating the 
apparent handicaps under which the rural-school child must now 
compete with the city-school child. As has been already pointed out, 
many beginnings have been made in these types of research. In spite 
of these initial efforts and of all the research carried on to date, it is 
possible to undertake a study in almost every phase of research re- 
garding the rural-school pupil and make a much needed contribution 
in his behalf. 
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I. Introduction 

This section aims to show, so far as the facts are available, to what 
extent educational facilities, elementary and secondary, supported at 
public expense, are available to children in rural communities. ‘Kural 
communities,’ as the term is used herein, are roughly defined as 
* population centers of twenty-five hundred or less.’ However, the 
territory and population compassed in the study were selected to in- 
clude chiefly children from farm homes or from communities in which 
agriculture or closely allied industries are dominant. ‘School age’ 
means ‘five to twenty years old.’ 

The two large factors considered are ‘accessibility’ as hereinafter 
defined, referring chiefly to the distance rural children travel between 
home and school, with certain closely related information and results ; 
and ‘types of schools’ available to children in rural communities. 
‘Types of schools’ as used in this section refers chiefly to size meas- 
ured by number of teachers employed, but also to quality, insofar as 
that factor is measurable by the criteria presented. 

The facts presented are gleaned from a thorough canvass of avail- 
able studies, laws, and other materials bearing directly and indirectly 
on accessibility and types of schools in rural communities, supple- 
mented by special sampling studies from five states and by less com- 
plete information from one county in each of two additional states, 
North Carolina and South Carolina. Complete information concern- 
ing these studies, the manner of collecting data, questionnaire forms, 
and additional information collected are given in Bulletin, 1930, No. 
34, United States OflSce of Education. The data collected were de- 
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tailed in character, involving information from individual children as 
to age, educational status, and distance between home and school, as 
indicated later in this chapter. Approximately sixty thousand chil- 
dren are involved.^ 

II. Accessibility and the Rural Schools 
1. Problems of School Accessibility 

Accessibility has been defined as the presence or absence of dis- 
tance or other physical obstacles affecting regular school attendance 
of normal children of legal school age (2:1).^ This definition is ac- 
cepted for purposes of this study. However, since objective data ob- 
tainable are confined to the distance factor, discussion will center 
around it chiefly. Accessibility of schools in rural situations offers 
difficult and important problems; farm families, for the most part, 
live on their own land rather than in communities and villages. There 
are vast areas of low population density, and even when the farming 
population is relatively dense and evenly distributed, many homes are 
isolated. The task of selecting central and suitable sites for schools 
on or adjacent to improved highways is no simple matter. 

The most common means of reaching schoolhouses are: through 
transportation at public expense, a means usually confined to large 
consolidated districts ; at private or individual expense, one dependent 
in part on the economic status of the family ; and by walking. A large 
majority of the three and one-half million children enrolled in one- 
teacher schools walk the distance between home and school at least 

^ The cooperating educators are Delia Kibbe, Supervisor of Elementary Schools, 
State Department of Education, Wisconsin; Frederick L. Whitney, Director of 
Research, Colorado State Teachers College, Greeley, Colo.; R. E. daggers. Super- 
visor of Rural Schools, State Department of Education, Kentucky; Helen Heffer- 
nan. Chief, Division of Rural Education, State Department of Education, Cali- 
fornia; and Agnes Samuelson, State Superintendent of Public Instruction, Iowa. 
These studies are referred to hereinafter as ^special studies in five states.' 
Supplementary data from one county m North Carolina and from one county 
in South Carolina were collected by Hattie Parrott, Supervisor of Elementary 
Instruction, State Department of Public Instruction, North Carolina; and Kate 
Wofford, County Superintendent, Laurens County, South Carolina, respectively. 
Certain compilations, supplementations, and coordinations werei made in the 
United States Office of Education by W. H. Gaumnitz, Specialist in Rural School 
Problems. O. L. Troxel, Colorado State Teachers College, Greeley, Colorado, can- 
vassed available literature for evidence of the effects of transportation on avail- 
ability of schools. 

* Citations in parenthesis refer by number and page to the references listed 
at the end of this chapter. 
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twice a day. With the beginning of free public education in rural 
communities the aim was to solve the accessibility problem by placing 
schools within easy walking distance of the children's homes. The 
resulting multiplicity of small schools and small administrative units, 
with its attendant evils of inadequate support and instructional in- 
efficiency, is well known. Problems of school accessibility increase 
in importance and difficulty, as the policy of public universal educa- 
tion gains ground, and as laws of compulsory school attendance gain 
in public favor and effectiveness. The conflict between efficiency on the 
one hand and accessibility on the other looms larger than ever, as 
the demands of modern education increase. 

Certain Legal Considerations, With the adoption of free public 
education as a state policy and responsibility, school accessibility 
seemed adequately provided for through the delegation of authority 
for local school systems to local officials. It became necessary to con- 
sider and to fix definite limitations of distance and therefore, indirectly 
at least, to set up legal accessibility standards as later developments 
when compulsory-attendance laws and the policy of expending public 
funds for transportation were inaugurated. 

Distance as a factor in compulsory attendance is recognized in 22 
states in which exemptions on this basis are set up in the statutes. 
Distance limitations are stated in terms of a given number of miles 
between home and school or left to the judgment of school officials. 
In 17 of the 22 states exemption is dependent on number of miles from 
school when transportation is not furnished at public expense. It 
varies from one and a half miles to three miles (9:5). In the other 
states acceptable reasons for non-attendance are set up, such as un- 
reasonable distance, weather, travel conditions, undue hardships. Age 
is recognized as a factor in exemption from law enforcement in Michi- 
gan and Oregon. 

With a few exceptions, two or two and a half miles is accepted in 
statutory provisions as a reasonable distance within which non-trans- 
ported children can be compelled to attend school. Two miles is the 
maximal walking distance in 7 states (9:5). Blankenship (2:30) 
found ‘Hhat in at least 28 states it is entirely possible that children 
may be expected to walk to school or transport themselves two miles 
or more. 

In general, laws regulating distance children must be transported 
apply only where consolidation has been effected. Drewes (9:6f.) 
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discerns a tendency to require transportation at public expense for all 
pupils living more than three miles from school. That requirement 
is effective in two states, Texas and Kansas. 

A careful canvass of the literature of the subject fails to reveal 
any basis in research or scientific study for an acceptable definition of 
accessibility as a guide in furnishing transportation or for the en- 
forcement of compulsory-attendance laws. This situation is more diffi- 
cult to reconcile with modern policies in universal education in view 
of the following facts: (1) The administrative machinery for en- 
forcement of compulsory-education laws is not so well organized in 
rural as in urban territory. (2) Child-labor laws apply specifically 
to children in farm work in a few states only (21:47). Cooper 
(8:294) states that the largest factor in absence from rural schools 
in Delaware is farm work. Failure to fix by statute a reasonable 
definition of accessibility applicable in the enforcement of compul- 
sory-education laws operates to deprive a large number of rural chil- 
dren of an education. State-wide surveys testify to this. The follow- 
ing is an example : ‘‘In case of the sparsely settled areas of Southwest 
Texas, more than 50 percent of the area is geographically exempt from 
the operation of the compulsory attendance law. . . . The aggregate 
[of children concerned] is undoubtedly considerable^’ (33:224;. 

Opinion and Tradition Influence Practice, The location of rural 
schoolhouses, the extent of public transportation, and legal distance 
regulations are influenced by an apparently widely accepted tendency 
to consider one and a half miles a reasonable walking distance to 
school for children in rural communities. Blankenship (2 :39ff.) points 
out a tendency, especially when population density is from 18 to 45 
per square mile, to form districts containing four to five square miles, 
thereby insuring that the majority of homes are within one and a 
half miles from a selected center. After an extensive study of rural- 
school attendance, he suggests that administration proceed on the 
policy that normal children seven to twelve years old should not walk 
more than one and a half miles to school. Eeavis (26:15) found that 
attendance dropped off rapidly when children lived more than one 
and a half miles from school, and Cooper’s Delaware studies (7 : 276) 
show that attendance drops off extensively after a mile and considera- 
bly after the first half-mile. 



AVAILABILITY OF SCHOOLS 


59 


The criterion, one and a half miles distance, apparently influences 
transportation provisions. Decisions as to which children need to be 
transported, the distance children may be expected to walk to meet 
vehicles, and the reasonable time on the road when transported are 
apparently influenced frequently by this measure. ‘^Transportation 
should be provided for all children Jiving beyond the accessibility dis- 
tance of one and a half miles of a school’^ (12: 40). Economy in the 
costs of transportation suggests that “the walking accessibility dis- 
stance of one and a half miles should be strictly enforced’^ (12:54). 
These are typical of expressions found in surveys of consolidated 
school districts. 

Accessibility and the Locating of Schoolhouses. Locating school- 
houses, especially in non-consolidated districts, is generally a function 
of local boards of education of three to five laymen with very little 
professional guidance. In some states the county superintendent's 
approval is required or sought. When state aid is granted, building 
sites must be approved by state or county officials. Regulations con- 
cerning state grants for building purposes usually concern hygienic 
conditions rather than accessibility. In a few states provisions are 
made for surveys by the staff of the state department of education 
preliminary to redistricting counties when consolidation is contem- 
plated. 

While the multiplicity of small schoolhouses is probably due to 
efforts to achieve accessibility, these efforts are not always sufficiently 
intelligent to accomplish the purpose. It is certain that there are still 
large areas in which many children live, yet in which schools are in- 
accessible. The existence of these areas is due to a number of causes, 
among which are the following: sparsity and inequitable distribution 
of population and wealth; poor distribution of schools; inadequate 
transportation, especially in consolidation in villages (49 percent of 
children outside the villages in one county in Texas live more than 
one and a half miles from school) ; unfortunate methods of forming 
districts; ineffective and inadequate compulsory-attendance laws; 
separate schools for colored and white children ; common practice of 
measuring distances from school by radii of a circle without due rela- 
tion to roads ; policies for promoting consolidation, such as inadequate 
study of territory consolidated, too small or too large units, state 
subsidies based on factors other than accessibility, as average daily 
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attendance, certificate held by teacher, equipment — the cost of which 
may be beyond the possibilities of small, poor districts (2:24ff.). 

Blankenship found not a few overlapping accessibility areas in 
Texas, as well as large and numerous inaccessibility areas. He sug- 
gests two remedies, the formation of districts on the basis of the num- 
ber of homes rather than the size of the pupil group, and the con- 
sideration of the bias square with diagonals parallel to the prevailing 
direction of roads as nearer than the circle to the true locus of all 
points at a given distance from the schoolhouse (2:5). 

A canvass of recent state school surveys indicates that, while the 
policy of locating consolidated schools on or near main and improved 
highways is fairly well established, it has not been so extensively 
practiced in locating small schools. Paved highways are establishing 
new lines of communication. Small schoolhouses antedate these roads. 
Thus, a recent survey of education in West Virginia (5: 169f.) shows 
that the median distance one-teacher schools are from hard roads is 
nearly five miles. More than half the one-teacher schools are located 
on unimproved roads. Thirty-seven percent are on roads impassable 
by auto in winter. Of 1,820 rural teachers replying to a questionnaire 
on this subject, 25 percent were teaching more than ten miles from 
hard roads. In La Salle Parish, Louisiana, ^‘Nearly all the school 
buildings are either off the main highways or are reached with diffi- 
culty’’ (11:31). Undoubtedly similar conditions exist in many lo- 
calities in other states. 

Standards scientifically worked out as to what constitutes school 
accessibility in rural communities are lacking. Sells (10:42) has 
pointed out that city surveys show that one-half mile is accepted as 
the maximal walking distance from home to school for elementary- 
school children in cities. In view of the less favorable walking condi- 
tions in the country, the many schoolhouses on unimproved roads, 
weather hazards, and the like, the disparity between one and one-half 
miles (as acceptable for rural children) and one-half mile (as accept- 
able for urban children) is difficult to account for. The extension of 
the good-roads movement may not have improved conditions for chil- 
dren who walk. 

2. The Status of School Accessibility in Rural Communities 

Although distance children live from school is recognized as of 
fundamental importance in surveys of school systems, both urban and 
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rural, few studies are available which show the actual distance rural 
children walk to school, walk to meet buses when transportation is 
furnished, or are transported at public expense. General statements 
rather than specific data are commonly used to indicate conditions. 
The following are examples : 

A number of children live outside the compulsory attendance limit. 
. . . Information obtained in Rusk County. . . showed over two -fifths 
of the white children and half the negro children living miles or 
more from a school. In Hill County the situation was similar. Un- 
der these circumstances children reached the end of the compulsory 
school period without ever having gone to school (30:8). 

Five hundred children in Tangipahoa Parish, or 7 per cent of the 
registration of the Parish, live so far from any educational facili- 
ties that they are unable to attend school (12:23). 

Two studies of the distance farm families live from school are 
available: In four counties in Ohio and Michigan 23 percent, 70 per- 
cent, 18 percent, and 54 percent, respectively, live one and one-half 
miles or more from the schoolhouse (4: 23). The educational survey 
of Texas (33 : 397) shows that 40 to 100 percent of farm families live 
more than one and one-half miles from the schoolhouse in 38 percent 
of the one-teacher school districts studied. 

Cooper shows that more than half the rural white children studied 
in Delaware live within the first mile of school. They are about equally 
distributed as between the first and second half-mile residence areas. 
Twenty -two percent live from one to one and one-half miles; 15 per- 
cent, one and one-half to two miles; and approximately 10 percent 
over two miles from school. If one and one-half miles or more from 
school is an unreasonable walking distance, it appears that approxi- 
mately 25 percent of the children in Delaware live that distance or 
beyond it (8:127). 

Throughout this chapter reference is made to special studies^ of 
specific phases of school availability made in 22 representative coun- 
ties in five states. The first of the tables resulting from the studies 
presented is Table I, a percentage distribution of non-transported chil- 
dren according to stated distances between their homes and schools. 
It may be read as follows : In the counties studied in Colorado there 
are 4,622 non-transported children, representing 75 percent of all 

* Special studies in five states by Whitney, Heffernan, Kibbe, daggers, and 
Samuelson (see footnote, page 56 ). 
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Percent of children not in school 
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those in attendance at school ; 45 percent live less than one mile from 
school; 20 percent, one to one and one-half miles; 14 percent, one 
and one-half to two miles, and so on. 

Considering first the children who live within a mile of the school- 
house, the percentages vary from 45 in Colorado to 65 in California. 
Similar data for one county each in South Carolina and North Caro- 
lina show that approximately 48 and 83 percent, respectively, of nmi- 
transported children live within the one-mile area. As shown in the 
table, percentages differ among states in each distance area; for ex- 
ample, from 15 percent of the children in California to 28 percent in 
Wisconsin live from one to one and one-half miles from school ; from 
7 to 17 percent live one and one-half to two miles in the same states, 
and 8 to 21 percent live more than two miles away. 

The table also shows the distance areas in which rural children 
in the same counties and school districts live who are not enrolled in 
any school. These out-of-sehool children constitute the following per- 
centages (by states) of the whole group five to twenty years old: 
Colorado 16 percent, California 8 percent, Wisconsin 23 percent, Ken- 
tucky 14 percent, and Iowa 18 percent. Comparing percentages of 
enrolled and non-enrolled children living within the given distance 
areas, the table shows larger proportions of the latter living at ex- 
cessive distances, and it suggests that the distance from school is a 
probable cause of non-enrollment. 

Many Children Live beyond *a Reasonable Walking Distance.* 
The percentage of non-transported children enrolled in school living 
one and one-half miles or more from schoolhouses will be seen from 
the table to be as follows : Colorado, 35 percent ; California, 20 per- 
cent; Wisconsin, 26 percent; Iowa, 20 percent; Kentucky, 26 per- 
cent. The percentage in Delaware, as previously shown, is 25. This 
distance is considered by students of the subject as unreasonable un- 
less public transportation is furnished, especially for children of ele- 
mentary-school age. It is of interest also that, except in Wisconsin, 
from 4 to 7 percent of non-transported enrolled children live three 
miles or more from school; and from 2 to 3 percent, fomr miles or 
more — ^the latter is characterized by Cooper as ‘prohibitive’ for non- 
transported children. Another important question for further study 
raised by the table arises from the high percentages of children two 
or more miles from school now out of school who might be in school 
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if effective laws were enacted. Table V indicates that about 25 per- 
cent of the out-of -school children are six to fourteen years old. 

Distance Exempts Rural Children from Compulsory Attendance. 
Reference has been made elsewhere to certain evidences that many 
rural children are exempt from provisions of compulsory-education 
laws because of distance from school. The need of research to show 
the number of such children is evident and imminent. Exact data 
are not available. In three of the states included in the studies just 
referred to, Iowa, California, and Wisconsin, as in several others, non- 
transported children who live more than two miles from school by 
the nearest traveled road are exempt from the provisions of the com- 
pulsory-attendance laws. While age limitations differ among states, 
efforts to extend compulsory-attendance laws to all children of school 
age are not uncommon. Table I gives an indication of the number 
of rural children who would not be reached by laws of the type sug- 
gested, namely, those living two miles or more from school. For the 
five states the average is 13 percent of the children, enrolled but non- 
transported, whose ages range from five to twenty years. In 1920 
(U. S. Census Report) there were nearly 18,500,000 children five to 
twenty years old in rural communities; 13 percent of this group 
means about 2,400,000. 

Summary of Data Concerning Distance, In Table II are combined 
data from all available sources collected on a comparable basis, show- 
ing the percentages of enrolled, non-transported children who live the 
indicated distances from school. Over fifty thousand rural children 
living in eight different states are represented. Living in the territory 
studied in the ‘^special studies in five states’’ are over ten thousand 
other children not enrolled in school ; higher percentages of these chil- 
dren than of enrolled children live excessive distances from school. 

In so far as one can judge the situation in the United States as a 
whole from the data in this table, approximately half (55 percent) 
of non-transported children in rural districts live within a mile of 
the school which they attend. If conditions in Delaware (8:127) 
are typical of those in other states, approximately half of 55 percent 
within the first mile actually live within the first half-mile. One-half 
mile is the distance considered as the maximal reasonable walking dis- 
tance for city children to cover between home and school. If the areas 
from which data in Table II were collected were urban areas, approxi- 
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mately 73 percent of the children would be considered as living an 
unreasonable distance from the schoolhouse. 

If one and one-half miles is the limit of a reasonable walking dis- 
tance, a*pproximately 24 percent of non-transported rural children 
enrolled live that far or farther from school. About 12 percent attend 
school who live two miles or more, and about 4 percent who live three 
miles or more from school. These children walk, unless they can af- 
ford transportation at their own expense, over highways prepared for 
vehicles rather than for pedestrians. 

3. Probable Effects of Distance on School Attendance 

Distance from school was found the most significant, cause of ab- 
sence among rural children in Maryland and to have a '‘negative 
relationship to attendance for all types of schools, for all sections of 
the State and all subdivisions of pupils’^ in Delaware. Reavis (26:15) 
found distinct zones within which attendance was somewhat similar, 
as follows: (1) Within one-fourth mile from school; (2) one-fourth 
to one and one-half miles; (3) more than one and one-half miles. 
Children living more than one-fourth of a mile from school do not, 
by virtue of that fact alone, have equal educational opportunities 
with those living nearer school. Cooper found that children living 
nearer the school attend better, irrespective of age, grade, parentage, 
section of the state, or type of school. After the first half-mile, de- 
creases in attendance are constant and fairly regular. 

The attendance average of pupils within the first half-mile is 134.4 
days. This is the only distance group in a total of 10 distance groups 
in which 50 percent of the pupils attend as much as 150 days. About 
one-third of all pupils living from one to four miles attend from 50 
to 99 days; one-third attend school from 100 to 149 days; the other 
third is divided between those who attend 150 days and over and those 
who attend not less than 50 days (8: 203 f.). 

The median attendance of colored pupils aged 8 to 10 living on 
farms is from 20 to 46 days better if they live near school than if they 
live more than miles from school. Pupils living over 4 miles from 
school are apparently at a prohibitive distance unless special convey- 
ance is provided. This is true irrespective of age (8:254). 

Tables III and IV show median days attended by non-transported 
and transported children respectively living at designated distances, 
and percentages with high and low attendance records as found in 
several states. The data may be interpreted as follows: in Iowa, to 
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Table III. — ^Attendance op Non-Tbansported Children Living at Stated 
Distances From School 



Median Days 

Percent Attending 

Distance 

Attended 

70 days 
or fewer 

151 days 
or more 

California: 




Less than 1 mile 

158 

12 

65 

1-2 miles 

163 

9 

77 

2~3 miles 

161 

7 

73 

3-4 miles 

159 

4 

75 

4 miles or more 

163 

12 

68 

Colorado: 




Less than 1 mile 

146 

18 

47 

1-2 miles 

138 

21 

42 

2-3 miles 

139 

18 

40 

3-4 miles 

139 

17 

37 

4 miles or more 

132 

27 

11 

Iowa: 




Less than 1 mile 

162 

8 

69 

1-2 miles 

150 

11 

50 

2-3 miles 

153 

12 

54 

3-4 miles 

169 

3 

81 

4 miles or more 

170 

4 

83 

Kentucky: 




Less than 1 mile 

109 

32 

18 

1-2 miles 

72 

49 

3 

2-3 miles 

68 

51 

6 

3-4 miles 

98 

29 

10 

4 miles or more 

140 

11 

40 

Wisconsin: 




Less than 1 mile 

156 

7 

61 

1-2 miles 

151 

7 

51 

2-3 miles 

144 

11 

42 

3-4 miles 

135 

14 

38 

4 miles or more 



Five States: 




Less than 1 mile 

157 

12 

61 

1-2 miles 

145 

17 

46 

2-3 miles 

143 

19 

45 

3-4 miles 

155 

13 

57 

4 miles or more 

164 

6 

72 


take a representative farm state in which rural schools are more 
evenly distributed than in many states, data for non-transported chil- 
dren constituting 83 percent of the entire school group show that the 
median days attended by children living less than one mile from school 
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Tablb IV. — Attendance of Children Transported at Public Expense 
Living at Stated Distances From School 



Median Days 

Percent Attending 

Distance 

Attended 

70 days 
or fewer 

151 days 
or more 

California: 




Less than 2 miles 

165 

11 

70 

2"-4 miles 

168 

16 

71 

4-6 miles 

171 

21 

73 

6-8 miles 

172 

21 

86 

8-10 miles 

162 

3 

83 

10 miles or more 

162 

3 

96 

Colorado: 




Less than 2 miles 

159 

12 

64 

2-4 miles 

152 

19 

55 

4-6 miles 

151 

11 

53 

6-8 miles 

151 

15 

50 

8-10 miles 

154 

12 

53 

10 miles or more 

142 

26 

45 

Iowa: 




Less than 2 miles 

171 

2 

82 

2-4 miles 

166 

4 

80 

4-6 miles 

165 

5 

82 

6-8 miles 

164 

6 

82 

8-10 miles 

162 

9 

73 

10 miles or more 



Kentucky: 




Less than 2 miles 

140 

8 

35 

2-4 miles 

132 

6 

25 

4-6 miles 

136 

9 

31 

6-8 miles 

134 

14 

30 

8-10 miles 



10 miles or more 




Wisconsin: 




Less than 2 miles 

161 

15 

63 

2-4 miles 

163 

14 

57 

4-6 miles 

132 

13 

32 

6-8 miles 




^10 miles 




10 miles or more 




Five States: 




Less than 2 miles 

163 

7 

69 

2-4 miles 

160 

10 

65 

4-6 miles 

158 

9 

63 

6-8 miles 

156 

11 

57 

8-10 miles 

158 

6 

69 

10 miles or more 

157 

16 
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Table V. — Chiuoren Not Enrolled in School, Distributed According 
TO Age, in Five States 


Ages 

Percentage Within the States 

Colorado 

(1,205 

children) 

California 

(848 

children) 

Wisconsin 

(1,367 

children) 

Kentucky 

(1,348 

children) 

Iowa 

(5,023 

children) 

5 years 

14 

27 

9 


4 

6-8 years 

5 

8 

6 

13 

4 

9-12 years 

5 

5 

8 

12 

6 

13-14 years 

6 

5 

11 

16 

11 

15-16 years 

22 

14 

25 

34 

25 

17-20 years 

47 

40 

41 

24 

51 


is 162 ; one to two miles, 150 days ; two to three miles 153 days ; three 
to four miles 169 days ; more than four miles, 170 days. The nearest- 
to-school group apparently has an advantage over the two next near- 
est groups ; children in the two longest-distance groups seem to over- 
come the disadvantage of distance. This is probably partly explained 
by the fact that more older children attend school from long-distance 
areas; and by the probability that there is more self-transportation 
from long distances. 

Among transported children in the same state (see Table IV) the 
median days attended apparently increased slightly but progressively 
as distance decreased, as follows: children living eight to ten miles 
from school attended 162 days ; six to eight miles, 164 days ; four to 
six miles, 165 days ; two to four miles, 166 days ; less than two miles, 
171 days. The percentage attending 151 or more days shows a less 
regular improvement for the given distance intervals. 

Among non-transported children in the other states, Table III 
shows that the number of days attended by the median child and the 
percentages of children attending 151 days or more bear an inverse 
relationship to distance throughout in Wisconsin and Colorado, and 
up to the group living from three to four miles from the schoolhouse 
in Kentucky and Iowa. In Kentucky the children living four miles 
or more from school, in Iowa the children living three to four miles 
and those living four miles or more attend better than the children 
living nearest the schoolhouse. In California the group with the high- 
est attendance record is that in which children live from one to two 
miles from school. 
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Comparison of data in Table III with those in Table IV indicates 
that distance is not so important a factor in attendance when children 
are transported at public expense, as when they must walk or be trans- 
ported at their own expense; but that it influences somewhat the 
number of days attended and the percentage attending the long-term 
period in all states studied except California. 

Dr. O. L. Troxel recently made an extensive examination of avail- 
able literature for this report for the purpose of discovering objective 
material showing what relationship exists between transportation and 
school availability. He found that comparisons of enrollment and at- 
tendance showing a causal relationship with transportation are lack- 
ing; that there is little objective evidence showing the effect of trans- 
portation on the provision of more education or better schools. Studies 
on transportation costs are more complete than studies of other phases 
of the question. 

Children Not Enrolled in Any School. Studies of rural-school con- 
ditions generally show an unsatisfactory school enrollment based on 
scholastic population. Though objective data are not always pre- 
sented to substantiate it, the implication is that distance from school 
is a signifleant cause. Following is one example : 

The survey staff have found that a considerable proportion of the 
children between the ages of six and fourteen is not in any school. If 
there is no school within easy reach of these children, the compulsory 
attendance law is not applied to them. Some of the children are not 
in school because there is no room for them (24:12). 

Considerable information was gathered in the special studies made 
for this report concerning children not in school. Attention has previ- 
ously been called to the high percentage of out-of -school children, aver- 
aging for the 22 counties studied, 16 percent of children flve to twenty 
years old ; and to the fact that a disproportionately high percentage 
of non-enrolled as compared with enrolled children live long distances 
from school. This indicated relationship between distance and failure 
to enroll in school suggests a need of further study. 

Again it is shown in Table V that a high percentage of the children 
not enrolled in school are six to fourteen years of age. The percent- 
ages by states are : Iowa, 20 ; Wisconsin, 25 ; Kentucky, 41 ; Colo- 
rado, 17; California, 18 — averaging 25 percent for the 22 counties 
studied. Since this is the usual compulsory-attendance, as well as the 
important elementary-school, period, further study of this situation 
is needed. 
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Table VI. — Highest Geade Reached Before Elimination — Children Ten 
TO Twenty Years of Age Not in School 


Pkkcsntaqx Within thx States 


Estimated Grade or 
Elimination 

Colorado 

(841 

children) 

California 

(646 

children) 

WiecoDBin 

(1,131 

children) 

Kentucky 

(977 

children) 

Iowa 

(4,069 

children) 

Total for 
tbeseStates 
(7,664 
children) 

Between I and IV 

6 

2 

2 

30 

1 

6 

Between V and VI 

15 

7 

9 

26 

6 

10 

From Grade VII 

13 

12 

14 

12 

10 

11 

From Grade VIII 

41 

41 

66 

19 

61 

46 

Between IX and X 

16 

23 

12 

12 

15 

16 

Between XI and XII 

8 

13 

6 

2 

17 

12 

Between XIII and XIV 

1 

2 

2 

— 

1 

1 

Percent reaching Grade 







IX or higher 

26 

37 

19 

14 

33 

27 

Percent reaching Grade 







XI or higher 

10 

16 

7 

2 

18 

12 


Or odes at Which Elimination Occurs. Table VI concerns the high* 
est grade reached before elimination of children ten to twenty years 
of age. It may be read for all states as in the following manner for 
Iowa : The record shows the approximate grade of elimination of over 
four thousand children. Of these 10 percent had reached the seventh 
grade when they last attended school. Approximately 5 percent had 
reached the fifth or sixth grade, and one percent were eliminated be- 
fore reaching the fourth grade. Approximately 33 percent of the 
children not now attending any school in the Iowa counties had en- 
tered high school before being eliminated. Many of these were elimi- 
nated before reaching the eleventh grade. 

The percentages of children out of school eliminated at each of 
the grade levels indicated for the five states included in the study 
are shown in the last column of Table VI. More than one-fourth of 
the children do not reach the eighth grade. High elimination from 
school — 46 percent — during or at the close of the eighth grade is an- 
other striking disclosure. To what extent inaccessibility of secondary 
schools is responsible for this situation, probably reasonably repre- 
sentative of conditions in rural communities throughout the country, 
is a pertinent question. 

If one can judge conditions in rural communities in the country 
at large from these samplings, and if they are indicative of the amount 
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of edueation which children who drop out of rural school on the aver- 
age obtain, one may expect to find that approximately 14 percent of 
the children five to twenty years old will be found eliminated from 
school at any one time, and that they will he distributed (as to high- 
est grade reached before elimination) about as follows ; fourth grade, 
approximately 6 percent; sixth grade, approximately 10 percent; 
seventh grade, approximately 11 percent ; eighth grade, approximately 
46 percent; ninth or tenth grade, 14 percent; eleventh or twelfth 
grade, 12 percent ; thirteenth or fourteenth grade, 7 percent. 

Young Children and School Accessibility. Higher percentages of 
the older than of the younger age groups are enrolled from long dis- 
tance areas ;* number of days attended increases as children grow 
older ; a lower percentage of the younger children attend 151 days or 
more ; the loss in days attended compared to the term offered is greater 
among the younger children. This statement is based on data from 
the special studies some of which are shown in tables which follow. 
Table VIII shows that fewer median days are attended by young 
than by older children, and that a relatively smaller percentage of 
young children attend through a 151-day term. In Iowa, where the 
data are most apt to be representative of a state-wide condition, the 
improvement in attendance as children grow older is progressive and 
consistent. 

In Table VII the loss in days attended as compared with the average 
term offered is shown according to an age-grouping of children. The 
young children are again at a disadvantage. In rural districts it is 
not uncommon for five-year-old children to enroll in school regardless 
of legal entrance age or provision for their care and education. There 
were reported from the ten counties studied in Iowa 1,958 rural chil- 
dren five years of age. Of these, 1,779 were in school and about one- 
third (617) were in kindergarten classes. The remaining two-thirds 
were presumably placed in the first grade. In the California counties, 
524 children five years of age were reported ; approximately 56 per- 
cent were in school, 78 percent of whom were in kindergartens. In 
the Wisconsin counties 300 five-year -olds were reported, 60 percent 

* Blankenship found that children under twelve cannot walk so far as those 
over twelve years of age ; and Beavis that the influence of distance on attendance 
decreases as age increases. The correlation is .60 for five to seven-year-old chil- 
dren; .45 for the eight to eleven-year-olds, and .25 for those twelve years of age 
and over. 
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Table VII. — Length op Term and Loss in Days Attended By the Median 
Child in Each op the Various Age Groups in Five States 



Colorado 

California 

Wisconsin 

Kentucky 

Iowa 

Average term, rural 
schools 

170 

174 

173 

162 

172 

Loss in days 6-year-olds 

35 

19 

31 

113 

20 

7-10-year-olds 

21 

9 

21 

58 

12 

11-14-year-olds 

22 

11 

19 

32 

10 

15-16-year-olds 

32 

19 

39 

39 

— 

17-18-vear-olds 

12 

2 



4 



of whom were in school. No kindergartens were reported. Presum- 
ably thei five-year-old rural children enrolled were placed in the 
first grade. Legal school age in Wisconsin includes children four 
years of age. In Colorado 303 five-year-olds were reported ; here the 
legal school age is six to twenty-one years. Forty-five percent were 
in school, 12 percent of whom were reported in kindergarten classes. 
Kentucky reported no five-year-olds. This information seems to indi- 
cate that the educational welfare of young children in the country offers 
a serious problem under present conditions. Where one-teacher schools 
prevail, education suited to their age and needs is rarely provided. 

Other Important Considerations, That distance is a decisive factor 
in school enrollment, attendance, and attenuation, and that it works 
a special hardship on young children, but that it affects thousands of 
rural children at all the different age-levels is believed to be a reason- 
able conclusion from the data presented. 

Space forbids presentation of the data concerning, or the full dis- 
cussion of, many important aspects of school accessibility. Consider- 
able numbers of rural children live away from home to attend school 
— 2.5 percent of all the children from five to twenty years of age in 
counties studied in one state. More than half of such children (54 to 
80 percent) live five miles or more from the schoolhouse. Many of 
them are ten years of age or younger. 

Many rural children attend school in districts other than their 
residence district. For the majority of such children reported in the 
special study provisions for tuition and transportation are inadequate 
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Tabix VIII. — School Atthnoance oe Non-Tbanspohted Children; Dis- 
tribution According to Certain Age Group® 



Median Days 

Percent Attending 

Agbb of Pupils 

Attended 

70 days 
or fewer 

151 days 
or more 

California 




6 years or younger 

165 

22 

30 

7-10 years 

165 

11 

73 

11-14 years 

163 

9 

79 

15-16 years 

155 

9 

74 

17-18 years 

172 

1 

9 

81 

Colorado: 




6 years or younger 

135 

21 

35 

7-10 years 

149 

14 

49 

11-14 years 

148 

16 

48 

16-16 years 

138 

24 

42 

17-18 years | 

158 

11 

62 

Iowa: 




6 years or younger 

152 

13 

54 

7-10 years 

160 

6 

66 

11-14 years 

162 

6 

68 

15-16 years 

172 

6 

78 

17-18 years 

174 

2 

88 

Kentucky: 

49 

60 


6 years or younger 

4 

7-10 years 

104 

28 

11 

11-14 years 

130 

23 

16 

16-16 years 

123 

23 

36 

17-18 years 

158 

9 

71 

Wisconsin: 




6 years or younger 

142 

16 

42 

7-10 years 

152 

6 

55 

11-14 years 

154 

6 

58 

15-16 years 

134 

13 

40 

17-18 years 

— 

— 

— 

Five States: 




6 years or younger 

137 

18 

52 

7-10 years 

155 

11 

59 

11-14 years 

157 

10 

62 

16-16 years 

163 

11 

71 

17-18 years 

172 

4 

93 


or wholly lacking. Inaccessibility of schools of proper grade appears 
to be the cause. 

Beavis (26:13 ff.) found that “distance causes absence; absence 
lowers quality of work ; lower quality of work increases failures ; and 
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failures retard progress of children through the grades. These factors 
have a cumulative effect. ’’ Cooper (9 : 180) found, As attendance in- 
creases or decreases promotion increases or decreases in all t3rpes of 
schools, for both sexes, for promoted or non-promoted pupils, all en- 
rollment groups, all age-grade subdivisions, all parental groups, and 
all distance groups. ’ ’ He found also that ‘ ‘ weather absence ’ ’ increases 
as distance increases. 

Distance and exposure as possible causes of fatigue ; the influence 
of fatigue on the spirit and degree of participation in school activities, 
particularly of the less robust though physically normal children; 
their effect on undernourished, anaemic, and pretubercular children, 
of whom there are a larger percentage in rural than in urban commu- 
nities (18:146 and 27:309, 377) are problems seriously in need of 
investigation. 

So far research has failed to attack in any adequate way problems 
concerned with the availability of education adapted to physically and 
mentally handicapped children in rural communities. Dr. Charles 
Scott Berry estimates that there are at least two hundred thousand 
such children enrolled in the one-teacher rural schools of the United 
States alone. The number of handicapped children in rural commu- 
nities in school and out of school and possible means of providing ade- 
quately for their care and education are immediately pressing prob- 
lems for investigation. 

There are striking indications that fewer schools are available for 
Negro children than for white children in rural communities. Data 
collected in the Office of Education show the following: The percent- 
age of all children five to seventeen years old enrolled in public schools 
in fifteen southern states in 1928 was 84.2 for white children and 71 
for colored; the percentage of enrollment in high school, 14.6 for 
white, 3.7 for colored ; the average length of term was 25 days shorter, 
and the average child enrolled in colored schools attended 24 days 
fewer than one enrolled in white schools. In the same states the per- 
centages of rural children seven to twenty years of age enrolled in 
school, as computed from the United States Census Report, 1920, are 
68.8 for white and 56.2 for colored, respectively. In a recent study 
Cooke (6) says: ‘‘It is clearly apparent from the literature reviewed 
that the Negro pupils are not provided for adequately either in type 
of buildings or training and salary of teachers in schools in the south- 
ern states/' 
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Material prepared in the Offiee of Education discloses serious prob- 
lems concerned with providing educational opportunities for local and 
migratory rural children who work in seasonal industries, or whose 
parents are employed in seasonal labor. California has probably es- 
tablished a more extensive state program for the education of migra- 
tory children than any other state, yet according to Mrs. Lillian Hill,® 
even the number of such children in that state is still uncertain and 
the program only partially effective. There is considerable evidence 
to show that many migratory children do not stay in one place long 
enough to enter school or do not fit into the schools available, and 
that those in school are far more retarded than other rural children. 
The situation offers serious problems demanding careful investigation. 

III. Types op Schools Available to Rural Children 
When children in rural communities cover the long distances (thou- 
sands of them by walking) between home and school, what quality 
of education is then available? While the main factors in school 
efficiency are treated elsewhere in this Yearbook, certain outstanding 
features indicating the degree to which the rural schools meet certain 
generally accepted standards or those set up within their respective 
states are presented here. 

1. Types of Rural Schools in Five Representative States 
Tables IX, X, XI, and XII jiresent facts concerning these features 
in the rural schools of the sampling counties in the five states studied. 
They are not presented to offer comparisons among the states ; but to 
picture a situation varying in kind and degree, but deemed reasonably 
representative of educational conditions common in rural communities 
throughout the country. Table IX shows the total number of children 
enrolled and the percentage in each of several types of rural schools. 
It is apparent that a high percentage of children in rural communities 
in these states are still receiving their education in one-teacher schools, 
and that the quality of education available is conditioned by the limita- 
tions inherent in this type of school as conducted under present condi- 
tions. The percentages of enrolled children attending one-teacher 
schools vary among the states from 13 to 77, averaging for all the 
territory studied approximately 45 percent. The schools having four 


Study on file in United States Office of Education. 
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or more teachers, many of which represent centralization, enroll the 
next larger proportion, while the schools with two and three teachers, 
particularly in Colorado and Kentucky, enroll smaller but still consid- 
erable percentages of rural children. 

There are large differentials between median annual salaries paid 
in one-teacher schools and in the four-teacher and larger schools 
(Table X), averaging for the five states approximately $212. Consid- 
ering the four types of schools included, Table X shows that, with 
few exceptions, salaries increase as the size of school increases, that 
there is a fairly consistent premium on size of school as a means of 
salary promotion. This table shows also the average annual salaries 
of elementary teachers in cities of over one hundred thousand popula- 
tion in the respective states. The differentials between these two types 
of schools range from $723 to $1,511. 

Table XI presents certain other facts which condition the quality 
of instruction available to rural children. Thus, in percentage of 
relatively inexperienced teachers employed, in stability of the teaching 
force, and in qualifications of teachers as measured by education and 
professional preparation, the one-teacher schools consistently suffer by 
comparison with the average of all types of rural schools studied. The 
data concerning professional preparation of teachers as shown in 
this table are believed to be particularly significant. The percentage 
of untrained and relatively untrained teachers is higher, and the 
percentage of teachers with standard preparation — ^namely, 72 weeks 
or more above high school — is uniformly lower in the one-teacher 
schools. The minimum prerequisite for state certification equals or ex- 


Table IX. — Percentage of Children Enrolled in Each of Four Types 

OF Rural Schools 



Total 

Percentage of Children in: 

State 

Number 

One-Teacher 

Schools 

Two-Teacher 

Schools 

Three- 

Teacher 

Schools 

Four or More 
Teacher 
Schools 

Colorado 

6,100 

10,267 

4,788 

8,068 

20,616 

28 

22 

18 

32 

California 

13 

12 

9 

66 

Wisconsin 

77 

10 

6 

7 

Kentucky 

60 

20 

6 

24 

Iowa 

68 

3 

4 

35 
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Table XL — Certain Factors Concerned With the Qualifications 
OF Rural School Teachers 




PSROBNT or Trachiirs 






Kentucky 

Iowa 

ExpaRiSNCs: 

Relttively inexperienced. 16 months 
or less (excluding present year) : 
One-teacher schools 

34 

37 

48 

51 

34 

All schools studied 

33 

25 

42 

47 

30 

Txnurii: 

Percent teaching 8 months or less in 
present position (excluding present 
year) : 

One-teacher schools 

67 

47 

55 

67 

66 

All schools studied 

40 

36 

45 

59 

57 

Training: 

Percent with not more than 6 weeks 
of training beyond high school: 

One-teacher schools 

22 

43 

21 

30 

33 

All schools studied 

19 

15 

21 

25 

26 

Percent reporting training between 

7 weeks and 36 weeks m length: 

One-teacher schools 

35 

9 

53 

38 

47 

All schools studied 

21 

9 

46 

27 

41 

Percent reporting training between 
37 and 72 weeks m length: 

One-teacher schools 

22 

9 

21 

18 

13 

All schools studied 

31 

10 

21 

28 

20 

Percent reporting training of more 
than 72 weeks: 

One-teacher schools 

21 

40 

5 

13 

7 

All schools studied 

29 

66 

12 

21 

13 


ceeds the minimum shown in the table — that is, six weeks training be- 
yond high school — in four of the states studied, Kentucky being the 
exception. It must be inferred, therefore, that a high percentage of 
the teachers in the rural schools studied fail to meet legal standards 
set up by the respective states for novitiates in teaching as well as 
standards generally considered acceptable from a professional point 
of view. 
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Table XII. — The School Term, in Days, Reported From Cities and the 
Selected Counties in the Five States Studied 



Colorado 

California 

Wisconsin 

Kentucky 

Iowa 

Average 
for Five 
States 

A vxRAai: Lknoth of School 
Txrm in Days: 

Cities^ of two thousand 
five hundred or more 
population 

180 

185 

171 

177 

175 

178 

Rural schools (sampling 
counties) 

170 

174 

173 

162 

171 

170 

One-teacher rural schools 

169 

174 

172 

142 

171 

166 

Two-teacher rural schools 

171 

174 

173 

163 

168 

168 

Three-teacher rural 
schools 

170 

177 

175 

163 

178 

173 

Rural schools employing 
four or more teachers . . 

175 

175 

176 

190 

177 

179 


♦Computed from Frank M. Phillips, Statistics of City School Systems^ 19B7-S8 (United States Office 
of Education Bulletin, 1929, No. 34). 


In school term offered, as shown in Table XII, Wisconsin rural 
schools average a few days longer than schools in cities. In the other 
states the rural term is shorter. For all counties studied the average 
rural term is eight days shorter than the average for cities in the same 
states ; the average term in one-teacher schools is twelve days shorter. 

2. Types of Rural Schools Available in the United States as a Whole 
For the United States as a whole the situation resembles in the 
main that indicated in the five states studied. Table XIII shows an 
estimated distribution of children among five different types of rural 
schools. Of approximately eleven million white and colored pupils 
enrolled, 33 percent are in onc-teacher schools, 18 percent in consoli- 
dated schools, and 27 percent in schools in small towns and villages. 
In the two-teacher schools and the schools employing three or more 
teachers in the open country, 12 percent and 10 percent respectively 
are enrolled. If one segregates white and colored rural children for 
further consideration, it appears that a higher percentage of Negro 
than of white children are in the one- and two-teacher schools and a 
lower percentage in the consolidated and village schools. We know, 
of course, that many children living in rural communities attend 
schools in towns and cities of twenty-five hundred and more popula- 
tion because of distance from any school or from one of proper grade 
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level. We have no information as to the number. Many farm families 
move to towns and cities in order to educate their children. Galpin 
(13:8) states that ‘‘this reason ranks high as an inducement with 
both owners and tenants.” 

The one-teacher schools still enroll a far higher percentage of rural 
children than any other one type of school, notwithstanding the fact 
that the average one-teacher school for white children enrolls approxi- 
mately only 19 pupils. Probably there are from sixty-five thousand 
to seventy thousand such schools in the country with an enrollment of 
fewer than 19 children each. Average enrollments in one-teacher 
schools in Minnesota, California, Iowa, and Colorado — reasonably rep- 
resentative of conditions in farm communities — are 16, 16, 14, and 15, 
respectively ; in Wisconsin, 24 ; and in Kentucky, 36. In Missouri 60 
percent of all rural districts enroll fewer than 20 pupils each (22 : 121) . 

In the two-teacher schools and in those non-consolidated schools in 
the open country having three or more teachers, approximately 20 
percent of rural white children and 22 percent of all rural children, 
colored and white, are enrolled. The two-teacher schools for white 
children appear to enroll an average of about 50 ; those for colored, 
an average of 70 pupils. The three or more teacher schools in the 
open country, both white and colored, average 120 children. A can- 
vass of research studies made in connection with this report indicates 
that the two- and three-teacher schools have received less study as to 
organization, instruction, educational achievement, and curriculum 
reorganization than either the one-teacher or the consolidated type. 
In the generally neglected field of research in rural education, prob- 
ably the two- and three-teacher schools are those most neglected. 

Median annual salaries of teachers in each of the different types 
of schools, as of 1925, are presented also in Table XIII. Median 
salaries in five classes of cities, based on population, for the same 
year show the following differentials when compared to average sal- 
aries in rural schools. City schools : twenty-five hundred to five thou- 
sand population, $237 ; five thousand to ten thousand, $333 ; ten thou- 
sand to twenty thousand, $418; thirty thousand to one hundred 
thousand, $591; over one hundred thousand, $1,000 (15:36). 

The average term in rural schools (all types) in the United States 
was 27 days shorter in 1925-26 than in urban schools. The cost per 
pupil in average daily attendance in urban schools was $130 ; in rural 
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schools, $75, a difference of $45 per pupil. The average value of school 
property was $299 in urban communities, and $99 in rural, a differ- 
ence of $200 in per pupil investment (16:4f.). 

Of the total number of children five to twenty years of age in 
urban communities 79.8 percent are enrolled in schools, public and 
private. Of the corresponding group in rural communities 73.9 per- 
cent are enrolled in such schools, a differential of almost 6 percent in 
favor of urban enrollment. 

3. The General Picture 

The general picture of educational facilities, elementary and sec- 
ondary, available to children in rural communities of the United States 
presented is one of a multiplicity of small, relatively ineffective schools, 
inequitably distributed, and still more inequitably supported. Numer- 
ous studies and surveys indicate that the teachers are itinerant, under- 
trained, and underpaid when compared with state standards and par- 
ticularly when compared with standards prevailing in cities. The 
situation in one-teacher schools is le.ss favorable than in any other 
type or than the average for all rural schools. 

The school teimi for the country as a whole is more than 5 weeks 
shorter in rural than in urban schools; the percentage of children 
five to twenty years of age enrolled in school is considerably lower ; the 
investment in buildings and equipment is much less. For approxi- 
mately 25 percent of the non-transported rural children, the distance 
between their homes and the schools of their residence districts is 
three times as great as is considered reasonable for urban children. 
Undoubtedly, distance and allied accessibility factors render regular 
attendance impossible or constitute a severe hardship for many thou- 
sands of rural children. 

In 1926 slightly over half the public-school enrollment was in rural 
schools. It is estimated that the percentage will be somewhat lower 
when the figures for the 1930 census are available, as the exodus from 
farm to city continues. 

IV. Availability of Secondaey Education in Rural Communities* 

Numerous investigations have shown that comparatively few of 
the rural children of high-school age are actually obtaining a high- 

* Mr. Qaumnitz is primarily responsible for this section on secondary education. 



84 


TEM STATUS OF BUBAL EDUCATION 


school education. A recent study by Gaumnitz (14:5) shows that in 
1926 there were in the United States approximately 4,191,522 children 
between the ages of fifteen and eighteen who lived either on farms or in 
villages and towns of twenty-five hundred or fewer population. Dur- 
ing the same year 1,079,086 of these children were enrolled in the pub- 
lic high schools located in these same population centers. These figures 
indicate that only about 26 percent of the rural children fifteen to 
eighteen years of age are enrolled in high school. When it is consid- 
ered that there are in these schools a good many boys and girls who 
are either younger than fifteen years of age or older than eighteen, 
it is probable that this percentage is too high. Of course there are 
some rural children who are attending city high schools, but the study 
argues that the proportion so attending is comparatively small. By 
way of a comparison, estimates by Gaumnitz show that in urban com- 
munities more than 70 percent of the children of the group fifteen to 
eighteen years of age are enrolled in the high school. 

Looking at the situation in another way, it is found that fully 53 
percent of all children of this age-group and about 29 percent of those 
attending public secondary schools reside in these rural communities. 
It may, therefore, be seen that, although more than half of those of 
high-school age live in rural centers, less than a third of the high- 
school enrollment is recruited from these areas. 

Another study by Gaumnitz (17:50f.) shows that for the United 
States as a whole only about 9.01 rural children are enjoying the bene- 
fits of a secondary education for each 100 children in rural elementary 
schools. In urban communities the ratio is 29.4 to 100, or more than 
three times as great. When the data for the individual states are 
considered, many show proportions of rural children in the high 
school much smaller than for the nation as a whole. Disparities be- 
tween rural and urban communities also are found to be much greater. 
This is especially true in some of the southern states. 

Windes (32:4) gathered data from six selected states to show the 
extent to which farm children and non-farm children attend the high 
school, and found the figures quoted in Table XIV. 

He summarizes (32:5) as follows: 

In North Dakota and South Carolina, however, the differences in 
the percentages of farm and non farm groups enrolled [in high school] 
are so great that when all [the] States studied are thrown together the 
percentage of the farm groups enrolled is 15.5 less than for the non- 
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Table XIV. — Comparison of Percentages of Farm and Non-Farm Children 
Enrolled in the High School 



North 

Dakota 

South 

Carolina 

Montana 

Oregon 

Maine 

New 

Hampshire 

Percent of farm population 
fifteen to nineteen years of 
age enrolled 

12.0 

22.1 

31.9 

50.5 

49.3 

61.1 

Percent of non-farm popula- 
tion fifteen to nineteen 
years of age enrolled . . . 

42.8 

33.7 

32 6 

46.5 

42.3 

49.0 


farm group ... on the whole, [they] are not participating in pub- 
lic high-school education to the extent that nonfarm children are; . . . 
farm boys, particularly, are not reached by high schools to the extent 
that other children are. . , Apparently we have a serious problem in 
providing high-school education for farm children, but we have a more 
serious problem of reaching the boy and especially the farm boy. 

Of any given 100 children living in rural communities, about 26 
were in the high school. Of these, about 16 continued to graduation, 
and 5 went to college. Similar estimates for urban communties show 
that about 71 of a given 100 children attended the high school. Of 
these, about 40 were retained until graduation and 13 went to college. 

A study of Adams (1) of the enrollment and retention in the high 
school of rural children living in a community high-school district 
showed that, of 100 children enrolled in the first grade, 50 entered 
and 39 graduated from the eighth grade ; 26 entered and 14 graduated 
from the high school; and 1.6 entered college. By comparison the 
study showed that, of 100 urban children living in the same school 
district, 61 entered and 52 graduated from the eighth grade; 44 en- 
tered and 40 graduated from high school; and 9.9 entered college. 
The community high-school district from which these data were gath- 
ered does not furnish transportation, although many of the children 
live from eight to ten miles from the school. The rural area was 
found to supply half the taxes to run the community high school and 
to have potentially about half of the high-school students. 

A study by Burdge involving 245,000 employed boys in New York 
State shows (3 :65) that large proportions of farm boys are eliminated 
from school from the grades, and very few complete the high school. 
Table XV presents comparative data for urban and farm boys. All 
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Table XV. — Last Grade Completed, Percentage Completing Each Grade 


Types of Communities 

Grade 

IV 

Grade 

Grade 

Grade 

Grade 

High School Grades 

or 

under 

V 

VI 

VII 

VIII 

IX 

X 

XI 

XII 

Cities over 2,500 population . , . 

100 

96.6 

92.6 

77.4 

55.6 

24.2 

11.2 

4.0 

1.3 

Villages under 6,000 population . 

100 

05.8 

89,4 

71.8 

47.9 

21.0 

10.1 

3.9 

2.0 

Farms, open country 

100 

96.8 

89.3 

71.0 

41.6 

12.4 

6.6 

1.9 

0.7 


these data tend to show that rural children are not reached by, 
or if reached do not continue to enjoy, the benefits of secondary edu- 
cation. This fact becomes strikingly apparent when comparisons are 
made between urban and rural situations. It is reasonable to believe 
that one of the chief reasons for this condition is the inaccessibility 
of high schools to children living in rural communities. Although 
there are no extensive studies to show adequately the status of rural 
children with regard to the accessibility of schools offering opportu- 
nities for secondary education, those available support the general 
observation that inaccessibility is one of the chief causes why these 
children are not attending the high school. 

Vaughn (31:30) studied the several factors which influence entrance 
into high school of rural elementary-school graduates. He found that, of 
177 children graduating from the eighth grade in 1926, 66 entered the high 
school, but many of these did not remain long. The county from which 
these data were gathered was thirty miles across in its extreme diame- 
ter. There was but one high school in the county, and this was located near 
the mid-point of the eastern boundary. Many points in the county were 
fully thirty miles from the high school, and no transportation was furnished. 
Of the country children attending, the median child traveled 12.57 miles, 
and the average distance was 13.2 miles. The nearest 25 percent lived 
within 6.5 miles of the school, and the homes of the 25 percent living most 
remote were 17.7 or more miles away. The homes of children not in school 
were on an average 14.8 miles away. An arc 11.5 miles in radius had to 
be drawn to include the nearest 25 percent of the eighth-grade graduates not 
in school; the 25 percent of the non-attending group most remote from 
school lived beyond 17.4 miles from the school. Vaughn concludes that 
distance is one of the most important factors conditioning the enrollment 
and retention of rural children in high school. 

Recent studies of representative counties in five states^ gathered 
data to show the effect of distance upon the attendance of rural chil- 

^ United States OflS^ce of Education, Bulletin, 1930 , No. 34 , 
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dren in school. Data for 12,496 rural school children thirteen to 
twenty years of age were included in this study. It may be assumed 
that the majority of the children of this age group are attending 
schools of secondary grade. Of the 9,671 children of this age group 
who were not transported at public expense, 2,848, or 29.3 percent, 
lived one and one-half miles or more from the schools they attended, 
and 1,003, or 10.4 percent, lived three miles away or farther. Of the 
2,825 children of this age group who were transported at public ex- 
pense, 585, or 23 percent, lived five miles or more away, and 122 chil- 
dren, or 5 percent, lived ten miles or more away. If these conditions 
are representative of the nation as a whole, about eighty thousand of 
the non-transported children attending the rural high schools in the 
United States must travel three miles or more to school, and more than 
ten thousand of those transported at public expense must travel more 
than ten miles in order to attend these schools. 

When non-transported children attending school and those not 
attending are compared with respect to the distances their homes are 
from school, data from 10 representative counties in Iowa showed that 
20.5 percent of the former lived one and one-half or more miles from 
schools, whereas of the latter group 30.3 percent lived beyond this dis- 
tance ; 4.4 percent of those attending live more than three miles away, 
whereas 6.8 percent of those not in school lived beyond this distance. 
The data just cited include children of elementary-school age as well 
as those of secondary age. Indications are that, if data for secondary 
schools could be presented separately, the disparities between the dis- 
tance enrolled and non-enrolled children live from their high schools 
would be much higher than those shown. The studies just referred to 
also show that among the children enrolled in rural high schools there 
are large numbers of high-school age who are living away from home 
in order to attend school. Indeed, a number of states are resorting 
to dormitory and boarding facilities as a means of bringing children 
in sparsely settled areas into contact with secondary education (20; 
18fE.). 

In order to get a concrete picture of the long distances between 
schools offering secondary work in rural communities for the nation 
as a whole, it will be of interest to cite data showing how many of 
these schools there are per given population unit. Generally speaking, 
in any home in which there are children of elementary-school age there 
also are apt to be children of high-school age. Rural children eligible 
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for high school are probably scattered over as wide an area as are 
those attending elementary schools. Since rural schools must, by and 
large, be established and maintained with regard to distance rather 
than population, it may be argued that, unless transportation or other 
special provisions obtain, there should, to insure accessibility, be about 
as many rural high schools as elementary schools. Statistics show, 
however, that for the United Slates as a whole there are approximately 
167 rural elementary schools for each ten thousand children in at- 
tendance in elementary schools, and another part of this study estab- 
lished the fact that, despite this large ratio, there are many rural 
elementary children who, if school attendance and retention are made 
the criteria, live excessive distances from their schools. If, then, for 
the nation we find only 12 schools offering work of a secondary level 
for each ten thousand attending elementary schools, we get some idea 
of the extreme distances rural children live from their secondary 
schools. Computations for individual states show that in some of the 
states only 4 or 5 schools offer high-school work for each ten thousand 
rural elementary children, while other states report as many as 35. 
Just what proportion of the rural high-school children are transported 
is not known. According to Drewes (9 :5), however, a larger number 
of states have legislation compelling the transportation of elementary- 
school children living excessive distances from school than those mak- 
ing similar provisions for children attending secondary schools. States 
seem to feel a greater obligation in the matter of transporting elemen- 
tary-school children, and in consequence it may be assumed that larger 
proportions of them are transported 

Generally speaking, the states which rank high in the proportion- 
ate number of high schools provided in rural areas also rank high in 
the proportion of rural children attending secondary schools. When 
this relationship is computed statistically for the nation as a whole, a 
positive correlation of .724 is found with a probable error of ±.045. 
Troxel (29:175) studying this relationship for 13 selected states 
found a correlation of +.94. He concludes that ‘‘evidently the way 
to secure attendance of rural children at high school is to provide 
high schools near to the children’s homes.” 

The Indiana Rural Education Survey Committee (19:26) at- 
tempted to find out whether “the provision of a greater number of 
high schools [in rural areas] results in a greater percent of the pros- 
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pective high school population being enrolled in the school.’’ It will 
be noted from Table XVI that, with one exception, as the average 
area and the average number of children of school age per high-school 


Table XVI. — Relation of Size of High School to Percent of Enrollment 

IN Indiana 


Ratio of Twelfth-grade Enrollment 
to Eligibles 

Number of 
Counties 

Average 

Enumeration 

per 

High School 

Average 
Square Miles 
per 

High School 

Below 26.0 

9 

955 

85.30 

26.0-37.99 

19 

794 

53.99 

38.0-45.99 

19 

669 

45.46 ' ■ 

46.0-56.99 

15 

595 

49.41 ‘ 

57 . 0 and above 

12 

483 

36.38 


decrease, the enrollment in the twelfth grades increases. The report 
of the committee concludes as follows: 

Summarizing the results of the study, it should be pointed out 
that the rural counties of Indiana show a substantial relationship be- 
tween this attendance factor and the adequacy with which high schools 
are provided when measured either on the basis of population or area. 

The data thus far adduced seem to show beyond a reasonable doubt 
that comparatively few rural children of high-school age are enjoying 
the benefits of secondary education because schools of this level of 
education are either not available or so remote from their homes that 
large proportions of them are not reached. It has been shown that 
many of those who are reached do not remain in school. It is probable 
that the expense, effort, and hardships involved in overcoming the dis- 
tance factor are so great as to discourage any desire to continue in 
school. 


Methods of Meeting the Difficulties 
The data just presented would leave the impression that the solu- 
tion to the problem of bringing more of the rural children into contact 
with secondary education hinges upon the establishment of additional 
high schools nearer to the homes of the children. It seems to be an 
established fact that to bring the high schools closer to the rural 
child does result in attracting more of the educables. But many data 
are now also available to show that the type and quality of education 
provided in this way falls greatly short of our ideals for secondary 
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education and that such as is thus provided is inordinately expensive. 
Generally speaking, the problem of providing a high grade of second- 
ary education in sparsely settled communities is still unsolved. 

A great many experiments are being tried. Larger units of high- 
school control, with complex schemes for providing special state aid 
and free tuition, are being experimented with on a wide scale. In- 
vestigations show that some form of consolidation or centralization 
of local school districts for purposes of effecting secondary education 
in rural communities is found in every state of the Union. But con- 
solidation without a system of free transportation may actually be- 
come a hindrance to availability. Consolidation means fewer high 
schools placed farther apart, and if children must depend upon them- 
selves or their parents for means of covering the distance to and from 
these schools, those living remotely will naturally find the school pro- 
vided more rather than less inaccessible. The building of good roads 
and the prevalence of motor vehicles among rural folk may not safely 
be taken as reasons for locating high schools farther apart. In order 
to be truly accessible schools must be placed with regard to those 
children living in the area in questiofi who must travel by the un- 
improved road and those whose parents either have no automobile or 
are unwilling or unable to transport their children. A great many 
errors have been committed in locating secondary schools on the as- 
sumption that all children have access to good roads and automobile 
transportation. Indeed, these errors have probably been an important 
factor in creating inaccessibility. 

Provisions for transporting rural children to high schools, if the 
distances involved are excessive, are widespread. Troxel (29 : 22) 
found laws and regulations obtaining in 41 states definitely providing 
for the transportation of high-school children in consolidated and 
other districts; 12 states were found to have provisions for trans- 
porting those pupils who lived in one district and attended school in 
another. Of these, 3 states made transportation compulsory under cer- 
tain conditions ; 14 states granted state aid for transportation of high- 
school pupils ; and 10 were reported as having provisions for board 
and lodging for high-school pupils attending in a district other than 
the one in which their homes are located. 

Troxel also investigated the extent to which free tuition is being 
provided in the several states. He found (29:16) that over four-fifths 



AVAILABILITY OF SCHOOLS 


91 


of the states make definite provisions for the payment of tuition of 
pupils attending high schools from areas not in a high-school district ; 
the pupils’ home districts are most commonly required to assume the 
burden of paying tuition, but state aid for this purpose is provided 
in over a fifth of the states; completion of the elementary school by 
pupils is necessary in over one-fourth of the states to make him eligi- 
ble to have tuition paid ; in one-third of the states the amount of tui- 
tion is set by law or the limits are set by law; in one-fourth, the 
amount is determined by the cost of high-school education; and in 
approximately one-fifth of the states the amount is definitely left for 
local decision. 

Provisions for the transportation of high-school pupils not living 
in a unit maintaining a high school obviously lag behind the provisions 
for paying tuition. There can be no doubt that the extension of 
transportation provisions would increase high-school availability. It 
is certain, however, that there are at present many areas where trans- 
portation is not feasible. Board and dormitory provisions or a system 
of correspondence lessons supplemented with a system of itinerant 
teachers seems the only solution for many of the most isolated rural 
children. 

The Type and Quality of Eural Secondary Education 

Turning our attention now to the type and quality of secondary 
education provided for rural children, it will be pertinent to consider 
the number and size of the high schools obtaining in rural communi- 
ties and the implications of these findings for the quality of education 
provided. In a study already referred to, Gaumnitz showed the 
distribution of 14,143 schools of the United States located in centers 
of twenty-five hundred or fewer population and offering some work 
of secondary grade by enrollment and size of teaching staff. It was 
found that 3.6 percent of the rural high schools offering four years 
of high-school work enroll fewer than 20 children, and 22 precent 
enroll between 1 and 40 pupils each. The median enrollment of these 
schools was 65.3 and the average 79.9. Of the same four-year schools, 
130 employ but one teacher each, and 1,195 employ but two teachers. 
The data clearly show that large numbers of the schools offering high- 
school work in rural communities are very small, both with respect to 
the number of children enrolled and the number of teachers employed. 
The same study also points out the weaknesses resulting from this 
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smallness and some of the ways and means resorted to by communities 
in overcoming these weaknesses. 

Two further factors must be considered as an index of the type 
of secondary-school opportunities made available to rural children. 
These are the amount of secondary education provided in terms of the 
length of the course in years and the length of the annual school term 
in days. The study just cited shows that nearly 78 percent of all 
Americans high schools are located in rural communities. Of these, 
9,926 operate as four-year high schools and 1,418 more as junior-senior 
high schools. Twenty percent offer either one-, two-, or three-year 
courses. It must be concluded that, of the schools made available to 
rural children, about one-fifth do not permit in t£e same school the 
completion of the four-year course — implying, of course, that the 
children attending these schools must travel longer distances if they 
wish to complete the secondary-school program. 


Table XVII. — Length of Tebm for Which Students Are Enrolled 


Length of Term 

Urban 

Rural 

Number 

Percent 

Number 

Percent 

Students enrolled in Schools with term 
of IGO days or less 

7,449 

0.3 

117,754 

10.9 

Students enrolled in schools with term 
of 161-180 days 

1,074,206 

40.3 

824,057 

76.4 

Students enrolled in schools with term 
of 180 days or more 

1,580,709 

59.4 

137,275 

12.7 

Total enrollment .... 

2,662,364 

100.0 

1,079,086 

100.0 


Statistics presented in Table XVII show clearly that much larger 
percentages of rural than urban children attend high schools which 
are in session 160 days or fewer, and conversely much smaller per- 
centages of rural children attend schools in session 180 days or more. 
Data regarding the length of term establish definitely that a smaller 
amount of secondary education is available to the rural child than to 
the city child. 

Summary foe Secondary Education 
This section dealing with the availability of high-school opportu- 
nities in rural communities has cited data to show that comparatively 
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small proportions of rural children enter secondary schools and that 
still smaller proportions are retained to graduation; it has shown 
that one of the major reasons for their non-attendance is the inaccessi- 
bility of the high schools in rural areas ; it has called attention to the 
fact that many of the rural high schools are very small and are thereby 
greatly limited in the quality of educational opportunity they can 
provide ; and it has shown that term lengths are by and large shorter. 
It is clear that the country child is not now enjoying the benefits of 
secondary education to anywhere near the degree true of the city 
child. If we believe in equal educational opportunities for aU Ameri- 
can children, the problem of providing a satisfactory type of second- 
ary education in sparsely settled communities is a challenging one, 
demanding much more study than has been given to it. 
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CHAPTER IV 

THE RUEAL ELEMENTARY CURRICULUM 


Fannie W. Dunn 
Associate Professor of Education 
Teachers College, Columbia University, New York City 


Any curriculum in fact, whatever it may be in print, is the prod- 
uct of three factors, or sets of factors : the philosophy upon which it is 
based ; the abilities and interests, native or acquired, of the pupils to 
be educated ; and the conditions, within or without the school, which 
postitively or negatively affect the realization of desired ends. Char- 
acteristic differences in any of these respects inevitably result in cor- 
responding differences in the actual curriculum, and call for appropri- 
ate differences in the printed curriculum. This chapter attempts: (1) 
to summarize available information on the rural status in respect to 
these three factors; (2) to indicate the type of curriculum provision 
which is being made for rural schools; and (3) to suggest investiga- 
tions and curriculum revision which appear to be needed. 

I. The Rural Status 

1. As to the Philosophy Underlying the Rural Curriculum 
a. With Regard to the Aim of Education. National attention was 
focussed upon the rural school as a distinct educational situation by 
the report of President Roosevelt's Commission on Country Life in 
1909. But the fact that country children were being increasingly 
disadvantaged by the growing difference between educational provi- 
sion for country and city had been recognized for at least ten years 
before that time by rural educational leaders of the day, outstanding 
among whom was Kem. The dominant purpose which controlled him 
and his followers and co-workers may be gathered from his own state- 
ments in his book. Among Country Schools (17),^ the first book ever 
written on the rural school in this country. 

* Numbers in parentheses conjoined with citations refer to the references, by 
number and pages, listed at the end of this chapter. 
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‘‘My educational decalogue for school officers and teachers’’ he 
declared, “may be reduced to one simple commandment, namely, Thou 
shalt enrich and enlarge the life of the country child.” He quoted 
Hanus to express his idea of education: “Education cannot be lim- 
ited to the school arts — reading, writing, ciphering. It must acquaint 
the pupil with the material and social environment in order that 
every avenue of knowledge may be opened to him, and every in- 
cipient power receive appropriate cultivation”; and in accord with 
this theory he attempted to provide for his country children oppor- 
tunity for participation in a rich variety of educational experiences, 
through the school garden, indoor art and decoration, school socials, 
school libraries, excursions, manual training, and his farm boys’ ex- 
perimental club. It seemed to him a distressing thing that farm 
people should find it necessary to move to the city in order to secure 
such educational opportunities for their children. 

The Country Life Commission, which reported in 1909, called at- 
tention to the economic handicaps and deficiencies of agriculture as an 
occupation, as well as the inadequancy of the schools available for 
farmers’ children, stated the underlying problem of country life to be 
“to develop and maintain on our farms a civilization in full harmony 
with the best American ideals,” and declared that 

upon the development of this distinctly rural civilization rests ulti- 
mately our ability, by methods of farming requiring the highest in- 
telligence, to continue to feed and clothe the hungry nations; to sup- 
ply the city and metropolis with fresh blood, clean bodies, and clear 
brains that can endure the strain of modern urban life; and to pre- 
serve a race of men in the open country that, in the future as in the 
past, will be the stay and strength of the nation in time of war and 
its guiding and controlling spirit in time of peace.* 

Here is to be seen a distinct change of emphasis. The conception 
expressed by Kern and Hanus focussed upon the child, and sought 
primarily the development of his personality, with spiritual values 
set high. But in this statement of the Commission the chief concern 
was with the adult society of rural America, and with this society 
not primarily as an end to be served, but as a means to the welfare 
of the nation in general, and of the metropolitan sections in particular. 

*For a reprint of the Eeport of the Commission of Country Life, and of 
President Boosevelt^s Message transmitting it to the Congress, see Bwral America, 
January, 1929. 
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Thus, during the second decade of the century, there developed 
and prevailed a strong sentiment, with its roots partly in genuine love 
and appreciation of country life, and partly in a belief that the na- 
tion’s economic well-being was threatened by a decrease in the pro- 
ducers of raw materials, that farm children should remain on the 
farm, for their own sake and that of the nation as well ; and it was 
accordingly held to be an outstanding purpose of rural education, 
elementary as well as secondary, to predispose farm children to farm 
life and prepare them specifically for it. 

As early as 1916, however, strong reactions against this philosophy 
began to be uttered ; and for the past decade the position more com- 
monly held, by rural and urban educators alike, is, as stated by Brim, 
that ‘Hhe rural elementary-school problem is merely one phase of 
the problem of education in a democracy” (4: 27). 

Thus, in 1921, the Department of Rural Education of the National 
Education Association declared, in its adopted ‘platform’ (24:41f.) 
that “the standard of educational product is the same, country, and 
city”; that “the general ends of public school education are the same 
everywhere”; and that, since “the school is an educational institu- 
tion, supplementing the natural education provided by home experi- 
ences, rural and urban schools, based on different home experiences, 

will require some differentiation in content to meet their common 
ends.” 

This point of view, expressed by the rural education group, was 
subsequently stated by the Department of Superintendence of the 
National Education Association in the Third Yearbook (23:23): 

In rural districts, the objectives of elementary education are not 
different from those in the city, but the means of reaching them and 
materials available differ from those in large centers of population. 
. . . The ultimate purpose of elementary education is the same every- 
where, but the content and method through which it is achieved varies. 

Another statement, by the rural group, of the same position, was 
made in 1926 in the preliminary report of the subcommittee of the 
Rural Department of the N. E. A., the Committee on Rural School 
Curricula (23a:197ff.): 

The principal difference between rural and urban curricula is one 
of environment. . . The curriculum must draw freely upon the ex- 
periences of the child, upon the educational resources of the community, 
and must supply whatever the environment lacks to round out the life 
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experiences of an American child. The elementary rural curriculum 
will differ, therefore, in content, in point of approach, and in method 
somewhat from the urban curriculum, but it should be emphasized that 
its aim is identical, viz., to make the highest type of American citizen. 

The earlier position, however, is still more or less an influential 
determiner of the curriculum in certain situations, whether because the 
conviction is explicitly held or because it persists as an uncritical 
mind set. 

6. With Regard to the Nature and Means of the Educative Proc- 
ess. Undemocratic and mistaken as the effort to predispose all rural 
children to the agricultural vocation may have been (and the present 
economic situation clearly indicates that it was mistaken), neverthe- 
less, owing to the persistence of the liberal concept of rural education 
which Kem had first expressed, certain educational practices which it 
fostered were in definite harmony with the ^‘foundations of curri- 
culum making’’ of this Society. The beliefs “that country children 
be taught in terms of their own lives”; that “the course of study. . . 
should conform more closely to the environment of the child ; ’ ’ that 
farm-life experience should be made “the starting point of elemen- 
tary rural education;” that we should “begin with the child’s world 
. . . and use the common objects, phenomena, and activities as means 
of education” (4: 7-23), led to the development in numerous scattered 
rural schools, between 1910 and 1920, of genuinely social and dynamic 
education. It was not in the use of the environment, but in over- 
stressing the immediate environment, and overemphasizing the voca- 
tional aspects and the adult, economic interests, that evil lay. 

In recent years a philosophy of vital education has begun to find 
expression in state surveys and in state courses of study, which in 
general furnish the curriculum used by rural schools. According 
to an unpublished study by Miss Langvick, of the Federal Office of 
Education : 

Statements of philosophy of education and principles basic to con- 
struction of curriculum are given in the prefaces or introductory chap- 
terms of seven courses. An analysis of these statements reveals the 
fact that education is . . . conceived of as a dynamic process. Chil- 
dren are no longer regarded as passive recipients but as “dynamic, self- 
reacting, self-determining individuals.” Growth is the accepted end 
of education. 

This statement indicates that comparatively few state educational 
departments have as yet avowed the philosophy it expresses. It may, 
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in fact, be said with little fear of contravention that the conception of 
education underlying the majority of even the recent state courses of 
study is the mastery of subject matter specifically set out to be learned. 
There appears, however, to be increasing recognition, or at least verbal 
avowal, of varied activities as a means of learning and of child inter- 
est, rather than the logic of the subject matter, as the organizing 
principle. 

2. As to the Abilities and Interests of the Pupils to Be Educated 

a. Abilities. Not only educational a^ms and ideals, but educa- 
tional potentialities as well, affect the curriculum. A belief that the 
rural child is mentally inferior to the national average has been widely 
held and frequently voiced in recent years. An important basis for 
this belief has been found in the scores made on standard tests. 
Sorokin and Zimmerman (30:234flf.), summarizing the conclusions 
from ‘'more than thirty of the best studies in the field, from both 
the United States and England, involving all ages and grades of 
school children, and all types of farming and city population, state 
that “the greater proportion of the tests place the rural children 
below the urban ; ’ ’ that, with a few minor exceptions, ‘ ' all these studies 
agree that the intelligence of farmer-peasants and their children is 
lower than the urban averages;’’ and that “the greater proportion 
of the investigators seem convinced that the differences in results is 
due to difference in native ability of the two populations.” 

These two authors, however, do not accept these conclusions at their 
face value, criticizing them on the grounds of lack of clear demarcation 
of schools, bias in the tests, failure to take into consideration “the 
enormous differences in educational and cultural opportunities,” and 
other items. 

Studies of retardation and acceleration in school, of persistence 
in school, and of men of eminence are also carefully and critically 
summarized in relation to this question, after which the authors state 
(30:261): 

This study will have achieved its purpose if it has shown the doubt 
and unreliability which exist concerning the methods, the tools, and 
the results of most of these studies of comparative rural and urban 
intelligence. We are not yet ready to reach sure and definite conclu- 
sions. . . Last, but not least, whatever may be the [operation] of urban 
selection upon the native intelligence of rural people, or the farmer- 
peasant class, the rural groups are holding and maintaining their in- 
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telligence with much greater persistence than the lower urban classes. 
If there is any validity to the theories that the declines of civilization 
are functionally connected with the process of draining and exploita- 
tion of the intelligence of the masses by the upper urban groups, the 
farmer-peasant class responds much more slowly to this process, is more 
persistent in keeping its leaders, and hence operates to slow down this 
process and to maintain the stability and position of a society for a 
much longer period. Here, as in many other social phenomena, the 
position of the farmer-peasant class is considerably better than it is 
credited in popular and pseudo-scientific beliefs. 

The conclusion of Sorokin and Zimmerman as to the indeterminate- 
ness of the question of relative rural-urban intelligence is similar to 
that reached by Shimberg (29), who compared the scores of rural chil- 
dren on an information test standardized for classification purposes on 
urban children, with scores of urban children on a closely similar test 
standardized on rural children ; and found the inferiority of rural chil- 
dren as indicated by the former to be matched by a corresponding 
showing of inferiority for urban children as indicated by the latter. 
Her conclusions were that our test returns to date prove, not the 
superiority of one group or the other, but merely that the groups 
are different ; and that so far we have devised no measures whereby 
we can make valid comparisons between distinctly different groups. 

A study begun by Baldwin and finished by his associates (2a: 
232ff.) in the Child Welfare Research Station of Iowa University 
points to the probable effect of nurture on intelligence as measured 
by our tests. According to this study, no significant difference was 
found when rural and city babies, matched in age, were compared. 
At ages five and six, however, the farm children began to show in- 
feriority to the city groups. The discussion of the possible causes 
of this deficiency emphasizes in particular the factor of language, but 
suggests other factors in the rural environment or experience. 

Indications from the studies here reported all point in the same 
direction. Rural children generally make poorer showing on intelli- 
gence tests than do urban. This, however, may be due to an amount 
still in debate to factors other than native ability, as, for example, 
differences in experience, especially differences in language experi- 
ences and stimuli, and more especially deficiencies in the one-teacher 
schools in provision for language development. 

Since certain of the differences, notably those in language, may be 
said to indicate definite mental malnutrition, clear implications for 
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curricultun-making appear, because whether the condition is attrib- 
uted to nature or nurture, the child who comes to school with a 
language deficiency is not equipped for content or rate of learning 
identical with the child of normal language abilities. Prescription 
of a specified number of books to be read in the first grade, if the 
number prescribed has been determined through experience with nor- 
mally equipped children, must set an impossible goal for the under- 
equipped. Oral language appears to require an important place in 
the primary program, and Bugg’s suggested factor for a child-cen- 
tered school, '‘Eemove the ban from speech,'' appears especially desir- 
able to follow in the rural school. 

6. Interests of Rural Elementary-School Pupils. It has been 
said that the steps necessary in moving toward educational goals are 
^‘dictated by the character of the child's interests, needs,. .. .and 
experience, as well as by the larger demands of society" (2:12). If 
the rural child's interests, needs, and experiences are to any extent 
different from those of the urban child, to that extent differentiation 
of the steps by which the two groups reach a common education goal 
would appear to be required. 

Statements cited in this chapter from both the Department of Bural 
Education and the Department of Superintendence of the National 
Education Association show that each of these bodies recognizes a 
sufficient degree of difference in experiences to warrant the opinion 
that the curricula in the two situations will require some differentia- 
tion in both content and method. 

Various statements of the nature of the differences believed to 
exist have been made. Brim (3 ; 52-63) listed the following as handi- 
caps of the rural child : the tendency, which Galpin has termed ‘rural- 
ism, ' to class consciousness and a spirit of group isolation on the part 
of the rural population; the limited opportunity of the rural child 
for number, variety, and equality of social contacts; the conserva- 
tism of the rural social group of which the child is a part, its critical 
attitude toward the new, and its tendency to resist change; the re- 
tarded nature of rural standards and practices in the realm of sani- 
tation and hygiene ; deficient appreciation on the part of rural people 
of the place of play and recreation in normal living, and correspond- 
ing inadequacies in provision ; shortages in reading material in homes 
and communities, little stimulus for rural children to read in the 
practice of parents and friends, and unsatisfactory provision for 
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reading in the way of a suitable place, sufficient light, warmth, quiet- 
ness, leisure time, and reserve energj^ ; and poverty of the rural sit- 
uation in opportunities for the development of artistic and musical 
taste and ability and for intelligent vocational choice. 

Few significant studies are available. Most studies, as might be 
expected, are limited as to the area sampled, so that it is impossible 
to tell whether their findings are true of rural situations in general. 
Evidence cited by Brim, besides certain statements from rural special- 
ists, Galpin, H. P. Douglass, Gillette, Vogt, and W. H. Wilson, in- 
cludes a study by J. 0. Rankin, on ^‘Reading-Matter in Nebraska 
Farm Hornes,’^ covering 1,338 homes in eight selected counties. 
Brim (3:61) summarized the pertinent results as follows: 

Newspapers reached approximately 92 percent of the rural homes 
studied. No figures are given to indicate the quality. The author states, 
however, that the great bulk of those found were ( i ) county weeklies, 
or (2) dailies published in Omaha, Lincoln, or Kansas City. About 
76 percent of the rural homes receive farm papers. . . . Women^s maga- 
zines came next in the list, but are found in only approximately 24 per- 
cent of the homes. General magazines found their way into a still 
smaller number of homes, only 18 percent reporting such reading- 
matter. Concerning literature for children the writer says : “Perhaps 
the most startling fact revealed by this study is the almost total ab- 
sence of periodicals intended primarily for the younger members of 
the household.^^ The juvenile periodical is reaching only 4 percent of 
the Nebraska farm owner’s homes and about half that proportion of 
tenants. Library service to rural people in Nebraska is meager. Less 
than two-fifths have access to public library facilities. Even such 
facilities are evidently not fully used because not over 5 percent of 
the rural population report the use of library books. 

That the condition with regard to library service in Nebraska is at 
least as favorable as in the majority of predominantly agricultural 
states is indicated by a report on People without Public Library Ser- 
vice, made public by the American Library Association in 1926. The 
total number of persons lacking this service was given as 45,069,897, 
of which 42,152,291 were rural. A total of 1,135 counties were un- 
provided with library facilities. Eight states had library provision in 
every county, including all the New England States and all the North 
Atlantic except Maryland, with two counties unprovided, and Penn- 
sylvania, with five. Outside these two groups, Iowa alone had no 
counties without this service, though Indiana had only one. 
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Other studies of reading facilities and habits in rural homes are 
so scattering as to be of little general significance, but studies of 
periodical reading in farm homes in Oklahoma (11), of reading matter 
in two Connecticut rural towns, of reading material in rural areas of 
South Carolina (14), and of the magazines found in rural homes of 
Calloway County, in western Kentucky (16), all agree in substance 
with the Nebraska study, especially as to the lack of adequate provi- 
sion for children’s reading. Minor though each of them is, their total 
evidence definitely points to an important lack widely found in rural 
children’s out-of -school educational opportunities, and to the especial 
necessity for the pro\dsion of reading suited to their age, interests, 
and abilities. 

However, in spite of the fact, according to Edith A. Lathrop, that 
more emphasis than ever before is being placed upon the improve- 
ment of library facilities in rural schools, in only a few states as yet 
do they approximate adequacy, and in some the lack is very great (18). 
Where libraries are found, they are often ill-selected and serve neither 
the ages and abilities of the children in the schools nor the important 
purposes of the curriculum. 

According to the bulletin just referred to, there is lack of research 
studies dealing with the subject of libraries for rural schools and 
definite information is needed regarding the type of library books 
available and the extent to which they are used. It is impossible to 
make authenticated generalizations on this matter. What data are 
available indicate that conditions vary greatly from state to state, 
county to county, and probably often from school to school. 

Besides library provision, the field of health has been more exten- 
sively investigated than any other phase of farm life importantly re- 
lated to the rural elementary curriculum. These studies, too, are 
scattered and fragmentary, and those which are available seldom re- 
veal types of conditions to which the curriculum must be adjusted. 
Physicians and hospital facilities are recognized to be inadequate in 
numbers in rural communities, but what can the elementary school 
do to meet this lack? Surveys commonly reveal greater incidence of 
physical defects, such as malnutrition, spinal curvature, eye-defects, 
defective tonsils, and heart disease, among rural children than among 
urban, but better systems of health service, rather than differences in 
curriculum, appear to be indicated here. Although city children’s 
defects may be less in number, they are alike in kind, and such edu- 
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cation as will develop preventive or protective knowledge, habits, and 
attitudes, is required in both urban and rural curricula. 

Little genuine knowledge is available as to habits, attitudes, or 
information which may characteristically need improving among rural 
people, and more specifically among rural children. A few investiga- 
tions which do seek such information as this are summarized in the 
paragraphs which follow. 

A South Carolina study (14) points out lack of understanding, 
or unsatisfactory practice, with regard to fresh air and sunshine, sleep 
requirements for children, care of the teeth, regularity of meal hours, 
and especially with regard to diet, including general adequacy, con- 
sumption of milk, use of white potatoes, vegetables, and fruits, and 
provision for necessary vitamins. 

A field study of the elementary-school children of two rural Massa- 
chusetts towns (9) showed only 15 percent in the one town and 24 per- 
cent in the other to have diets suited to their needs. 

According to information assembled by the American Child Health 
Association, in 142 small towns and cities in three states and one 
Canadian province surveyed between January, 1926, and July, 1927, 
grave potential dangers lurk in the milk supply of these communities. 
The ‘^problem of the small town^' was stated (8) to be ‘Ho awaken 
its citizens to the need for the production of clean milk rendered 
safe by pasteurization.^^ Here is place for the development in the 
school children of the small town of appropriate knowledge and 
attitudes. 

That the facts here presented are meager is readily granted. That 
they are the type of facts which are essential to the best adjustment 
of health curricula to rural school children will probably not be dis- 
puted. 

In the use of leisure time many observers see a shortage in the 
rural child’s environment. That this shortage is a fact in the field 
of reading has been demonstrated, at least in so far as library avail- 
ability is concerned. A condition and attitude with regard to play, 
which if not general, is at least very common, has been expressed by 
Carl Taylor (31:361) in the following words: 

The work attitude which makes all play negative and wasteful 
activity, and the Puritan attitude which makes all pleasure sin, have 
slowed up the play movement in the country more than any other thing. 
Their lingering pressure still keeps many rural communities negative, 
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or at best passive, on the problem of introducing organized recreation 
into rural life. 

On the other hand, the same sociologist says (31: 196) : 

The child on the farm can have its pets, its own playground, its 
own small work projects, and the range of the open fields . . . The 
opportunity of the rural child to get the joy of being discoverer, ex- 
plorer, and inventor during childhood is unique. . . The range of the 
farm is his, the tools, implements, and animals are his to use, and ob- 
serve, and handle. If all these things can be given meaning to him 
as he experiences contact with them, the opportunity for personality 
development is unexcelled elsewhere in life. 

These, however appear to Taylor to be as yet only potentialities, 
for he states (31 : 372) : 

The problems of the rural home in the field of play are: (a) the 
gaining of more leisure time; (b) the development of an appreciation 
on the part of parents of the values of play in developing the character 
habits and personality of their children; (c) supplying good reading; 
(d) the necessity for relieving the monotony and restricted contacts 
of isolated farm home life; and (e) the equipment of the home and 
yard with play and game equipments. 

Here is clear intimation of a duty of the school, through its cur- 
riculum, to supply serious lacks if Taylor is correct in his estimation 
of the recreatory provision in rural homes. That this lack does exist, 
and that leadership by the school is important if the lack is to be sup- 
plied, at least so far as children old enough to require group recrea- 
tion are concerned, is confirmed by several studies. According to 
Brunner (6: 200-214), the necessary leadership is not yet afforded in 
agricultural villages. A two-year survey, May, 1923, to May, 1925, 
secured information for about 140 such villages, with population rang- 
ing between two hundred fifty and twenty-five hundred, in the Middle 
Atlantic, South, Far West, and Middle West states, and also for the 
open country area immediately surrounding these villages. It was 
found that the villages appeared to have provided adequately in the 
way of social organizations of vaiious types for their adults, but that 
“only the exceptional village has taken its young people seriously 
into account.’’ 

Excluding the church and school organizations, the former neg- 
ligible, only 7 percent of the membership of the social organizations of 
the communities were minors, although boys and girls from ten to 
twenty make up one-fifth of the population of these villages. . . . 
For all the young people in vacation time there was ‘nothing doing’ in 
the average village (5:92). 
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In 1926 the Institute of Social and Beligious Eesearch undertook 
a study of the rural work of the Y.M.C.A., Y.W.C.A., Boy Scouts, 
Girl Scouts, and Campfire Girls. As a result of the investigation (10) 
it was frankly acknowledged that the genuinely rural and especially 
open-country areas were receiving very meager attention. 

The field as a whole is not really occupied. . . Much of the work 
labelled VuraF is really suburban, and when the option is present, the 
agencies show a strong tendency to cultivate the suburban at the ex- 
pense of rural communities in the same area. . . The rural communi- 
ties frequently present the tragical spectacle of an impoverished life 
for youth. . . Their need of something for boys and girls and their 
inability to provide a satisfactory solution is the most outstanding and 
pathetic revelation of the study. 

Several interesting investigations of play interests or activities of 
rural children have been made by Lehman, who compared 15,061 chil- 
dren in four Kansas cities, and 2,175 children in one-teacher schools of 
three Kansas counties by the method of submitting to them lists of 
play activities to be checked. 

On the basis of one investigation (19) Lehman states: 

The rural districts included in this study were not found to be so 
barren of play opportunity as might have been imagined. The play 
behavior of the country children was found to differ from that of town 
children, but the number of play activities engaged in does not differ 
by any great amount. In general, it was found that the younger 
country children, those of ages eight and a half to ten and a half, en- 
gage in slightly fewer play activities than town children, but that the 
older country children, those of ages fourteen and a half to fifteen and 
a half, engage in slightly more play activities than town children of 
the same chronological age and sex. . . The conclusion seems to be that 
town life offers certain recreative opportunities to the child that rural 
life does not offer, but that country life likewise offers its own peculiar 
opportunities, including certain opportunity for natural, spontaneous 
self-expression that tends to be eliminated by town life. 

The fairly consistent tendency also found by Lehman (19, 20, 21) 
for certain expressive activities, as carpentering, drawing, paper-cut- 
ting, singing, and whistling, to persist to a later age level in rural 
than in urban children may perhaps be explicable by competition, in 
the case of the city children, from a range of other potential leisure- 
time occupations. On the other hand, there is a possibility that we 
have here a sad commentary on the type of instruction offered by the 
city schools, in which, for a number of years, drawing, singing, and 
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manual arts have rather generally been taught, whereas little if any 
attention has been given to these subjects in the rural schools. Since 
there is some tendency to-day to extend the rural curriculum to make 
definite provision for these arts, it would seem opportune to examine 
critically the content and methods employed in the city schools of 
Lehman’s study before adopting them without modification in the 
rural schools. 

Another study indicative of difference in interests of rural and 
urban children has been made by Professor Palmer, who during the 
past ten years, through the Cornell Rural School Leaflets, has col- 
lected the questions which rural children ask in the field of science. 
During the four-year period, 1922-25, slightly more than 60 percent 
of the questions he received were in the field of zoology; about 22 
percent in botany ; 6 jjercent in inanimate nature ; and 7 percent in 
agriculture. Studies by Pollock and Washburne which Palmer cites 
appear to indicate that the interests of urban children lie rather in 
the field of the physical sciences, with physics leading in each 
case, and with zoology and botany at the end of each list. Recogniz- 
ing certain possible unduly influencing factors in each of the studies, 
including his own, Palmer (26) says: 

The quotation of any number of authorities would not settle the 
question as to whether or not there were appreciable differences in the 
science interests of rural and urban children. It only emphasizes the 
fact that those who have written on the matter do not agree. . . This 
matter would seem worthy of more attention than it has received. . . 
My experience with rural children indicates that their interests are 
much more strongly in the field of biology than are the interests of 
city children as indicated by the records of others. 

This statement of Palmer might well be applied to all the items of 
interest, rural and urban, discussed in the preceding pages. The evi- 
dence there presented is neither intensive nor particularly extensive. 
If it suggests possibilities deserving investigation, of differences be- 
tween rural and urban children in interests, needs, and experiences, 
it will have served its purpose in this chapter. As matters now stand, 
although practical observation and experience have built up a wide- 
spread conviction among rural educators that significant differences 
in these respects do exist, scientific research has not made a respect- 
able beginning of validating this conviction or of affording guidance 
for its expression through curricula. 
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3. As to Conditions, Within and Without the School, Which 
Affect Bealization of Desired Ends 
Certain environmental conditions, which affect the possibility of 
realizing ends desired of the curriculum or the means whereby these 
ends may be realized, have been included for economy of space in the 
preceding section. Opportunities of rural children for first-hand ex- 
perience with animals, wild and domestic; plants useful, beautiful, 
or injurious ; rocks ; soils ; machines ; tools of many kinds ; a variety 
of household occupations; and for genuine responsibilities not too 
burdensome, in the affairs of home and farm, afford a highly favor- 
able condition for the employment of the school. The existence of such 
activities is fairly obvious. No more data can be given to prove it 
than has already been presented. Whether its potentialities are real- 
ized by the school depends to a large extent upon the adjustment of 
curriculum, including in some cases selection and in others sequence 
of educational units and of activities within units. 

The provision of educational materials, illustrated in the preceding 
section in respect to school-library facilities, is an inevitably limiting 
factor. Little information is available as to the nature and extent 
of educative equipment in rural schools in general. All rural edu- 
cators have seen some schools practically barren, and others with gen- 
erous supplies of books, play equipment, musical instruments, and 
materials and tools for a variety of constructive activities. In recent 
years ‘standard school’ requirements issued by state educational de- 
partments have shown distinct advance in the increased emphasis given 
to educative equipment. The Foreword of a recent bulletin from the 
State Education Department of New York (25) sets a high standard: 

A standard teaching plant is one that provides for the full devel- 
opment of the child — his mind, his body and his spirit. . . Our school 
buildings and grounds should be as attractive as those of the best 
rural homes, designed for health, beauty, and comfort. In each school 
we want a well-trained teacher provided with every teaching help that 
will keep pupils happy, healthy and profitably busy; we want this 
teacher to use modern methods and modern tools. 

This bulletin, besides the traditional maps, globe, and dictionary, lists as 
‘Desirable Equipment’ phonographs; arithmetic practice sets; library 
equipment, including among other items a reading table, vertical file, 
library supplies ; a library of reference material, general and recrea- 
tory reading, periodicals, and supplementary readers; and “a well- 
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chosen supply of material for educative seatwork;” and provides an 
additional list of ^ Other Desirable Equipment/ including ‘*hot lunch 
equipment ($20 up) ; science equipment ($5 up) ; and playground 
equipment ($15 up)/’ Doubtless numerous rural schools in New 
York State will shortly, if not already, be equipped with practically 
all the materials recommended in this bulletin. Others will possess 
useful equipment not here listed. One rural county in the state is 
said to have equipped all its schools with radios, which are to-day 
found in other states also in an increasing number even of one-teacher 
schools. 

It is evident that the type and richness of curriculum possible in 
schools thus supplied far exceeds that which can be offered where the 
only books are the single texts in the children’s hands, where materials 
and tools are limited to those which children and teachers can beg, 
borrow, or raise money to purchase, and the schoolroom is crowded 
to the walls with desks and seats. Yet the potentiality, already men- 
tioned, of the rural environment and the rural home-life still remains. 
Curricula for rural schools desirably should be adjusted to all the edu- 
cational experiences and materials available, whether within or with- 
out the school. Other important conditions, characteristic of many 
rural schools, are short terms and the one-teacher organization. These 
are further discussed in the next section. 

II. The Present Rural Curriculum 

Whereas cities in increasing numbers make their own courses of 
study, the state course is still the chief, and usually the only, cur- 
riculum provided for rural schools. Occasionally counties issue 
courses. These may be as elaborate as any city course, as in the case 
of Baltimore County, Maryland, or of Cuyahoga County, Ohio; or 
they may be only a prescriptive outline to be used in preparation for 
the county superintendent’s monthly examinations. It is in the main 
to the state courses, however, that Ave must go to discover the printed 
curriculum of the rural schools. 

On the other hand, the printed curriculum may not be followed 
in its entirety, either because individual schools or groups of schools 
adjust and enrich it in terms of the ‘interests, needs, and experiences’ 
of their pupils, or because the teacher is unable to provide all the 
instruction it outlines. It is necessary, therefore, to consider also 
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notable variations from the printed course, in either direction, if we 
are to apprehend the real curriculum of the schools. 

1. The Nature of State Courses of Study, and Their Adjustment 

to Eural Schools 

State courses of study can be found representing practically every 
level, from the bare prescription of textbook material to be covered, 
to a type of organization equalling that of superior city courses. 
The following more detailed statements are based upon examina- 
tion of practically every state course published in the United States 
in the last five years — no course cited is dated prior to 1925. 

To a notable extent the textbook is still a chief curriculum deter- 
miner. One state course, for example, declares specifically: ‘‘The 
elementary course and teachers’ manual is as a matter of fact based 
primarily on the textbooks selected for use in the elementary schools.” 
Another states, “This revision is made necessary because of recent new 
adoptions of textbooks in some subjects. ” Several other courses consist 
of monthly outlines, by pages and by topics, of a specified textbook. 

In practically all the courses, as was stated in the first section of 
this chapter, mastery of information and skills appears to be the 
dominating aim. Occasionally, the desired items of information are 
specified to an amazing detail, as in a certain state course which 
prescribes the following: “New Jersey. Simply teach the sentence 
‘New Jersey was at first part of New Netherlands, then of New York, 
then it was purchased by the Quakers, and finally became a separate 
colony’.” Yet the foreword to teachers in this course states: “The 
principal feature of the course is the attempt to vitalize the work 
in each subject.” Thus does practice lag behind principle. 

It has not been possible to make a sufficiently exhaustive study of 
state courses of study to determine accurately or completely the nature 
and extent of their specific adaptations in content or approach to the 
interests, experiences, and needs characteristic of the state and es- 
pecially to those of the rural sections and rural children of the state. 
The investigation that was possible has discovered little of either type, 
except in the obviously distinctive subject of state history and civics, 
and to a somewhat less extent in home geography. The general im- 
pression received was that the courses are but little better adjusted 
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to specific conditions than are the textbooks, which have been shown 
practically to constitute the curriculum in many instances. 

Six county courses and six courses from states with a large rural 
population, selected because of high rankings assigned to them by 
a curriculum research bureau, were carefully examined for particular 
adaptations to rural schools. In choice of subject matter or approach 
to subject matter very little such adaptation was found in most of them. 
This is frankly recognized in the preface to the Baltimore County 
Course: ‘‘Although this course is prepared mainly for the suburban 
schools, it will also prove a valuable aid to the rural schools, after 
certain eliminations and additions are worked out in the rural-school 
groups with the supervisor during the Institute and in group 
meetings.^’ 

An example of differentiation between courses for rural and urban 
schools is found in Minnesota in the case of the course in agricul- 
ture. The differentiation in this case is basically one of aim. The 
first aim stated for the ‘graded^ schools is “to develop an under- 
standing and appreciation of agriculture as an industry, the corre- 
sponding aim for the ‘ungraded’ schools being “To develop an inter- 
est in and appreciation of farming and farm life so that children 
may come to realize the possibilities and opportunities of farming 
as an occupation.” The emphasis for farm children is stated to be 
upon “improved methods in production and distribution of farm 
products.” The city course stresses appreciation and consumption; 
the rural, vocational skills. The differentiation is a clear illustration 
of the philosophy which has been described above as more or less domi- 
nant between 1910 and 1920. To one who to-day repudiates this 
philosophy, the ‘graded’ course here outlined is superior for the ‘un- 
graded’ schools to that prescribed for them, in that it is more nearly 
based upon interests and needs of children of elementary-grade age, 
while it utilizes their experience as much as the other course. 

Both because of its unusual provision for local adaptation, and 
because of its suggestive nature, a bulletin Teaching Wyoming His- 
tory hy Counties, written by a professor in the state university and 
published in 1926 by the Wyoming Education Department, deserves 
especial mention. This bulletin does not attempt to outline a course 
of study, but gives lists of reference books, methods of obtaining his- 
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torical material, and for each county, items of especial interest and 
significance. With this information it becomes practical for a wide- 
awake teacher, or even a group of wide-awake children, to develop 
units of curriculum appropriate to their own interests and needs. 
Similar bulletins might be provided in other subjects, geography, 
arithmetic, elementary science, and perhaps even literature. With a 
basis of expert guidance of this type in a variety of fields, state and 
county courses could be developed which in adaptation of content and 
approach would be outstandingly superior to practically all that are 
now available. 

Some states adapt their courses to the poorly trained teacher and 
to deficient provision of supervision, by the lockstep device of month- 
by-month prescription of subject matter to be covered, and by ‘monthly 
reviews’ or examinations, sent out from the county superintendent’s 
office, to check on the prescribed work. This is specifically stated 
in one state course, which claims to be “arranged with special refer- 
ence to the needs of the rural schools,” and which describes these 
needs in terms of pupils moving about and teachers frequently changed, 
frequently untrained, and often having never attended a rural school, 
so that “without a plan of organization definitely worked out, the 
schools are in a chaotic condition.” A ‘fixed and definite course’ is 
provided, organized by months, and the schools are tested as just 
indicated. The monthly review is declared to be “one of the best 
means” of supervision at the superintendent’s command. With the 
present rapidly rising standards for certification and the present sur- 
plus of teachers, it seems worth considering whether other and better 
means may not be devised of protecting the rural child’s educational 
opportunity. 

A common characteristic of rural schools, obviously demanding cur- 
riculum adjustment, is the short school term, averaging 156 days for 
the rural schools of the United States, and frequently no more than 
six months in many states. Yet not a single state has adjusted its 
course of study for the six months’ school; most states, on the con- 
trary, organize the work upon the length of term common in their 
city schools. A few organize it for an eight months’ term, and then 
offer the schools with shorter terms such helpful suggestions as: 

Schools that do not have an eight months’ term can easily arrange 
the work to fit conditions. Schools that have only seven months’ terms 
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may by doing extra work complete the work of a grade in the school 
year. 

It is hoped that schools with shorter terms may be able to abbrevi- 
ate the work more, or to spread over two terms the work outlined for 
one year. The latter policy is recommended. 

Even with this short term [eight months] the majority of the 
pupils should complete the work requirements [nine months] of the 
grade. 

Another state with a nine months’ curriculum provides for seven 
months’ schools that ‘credit’ for two additional months may be re- 
ceived by pupils completing a seven months’ term and in addition 
completing required work in a boys’ and girls’ club, completing at 
home during vacation a prescribed course in agriculture and home 
economics, or completing during vacation a prescribed reading-circle 
course and passing an examination. 

Of the first of these four suggested adaptations it may be asked, 
if the work can easily be arranged, why does not the state course pro- 
vide that arrangement? Of the second, could not the state offer help- 
ful plans for abbreviation, or a more economical adjustment than 
spending two years on every grade-level? Of the third, if a hare 
‘majority’ is meant, will not tremendous waste in retardation result; 
and what, moreover, of the six months’ schools in the same state? And 
of the fourth, what of children too young for boys’ and girls’ club 
work, for “a prescribed course in home economics and agriculture,” 
or for ‘‘a prescribed reading-circle course?” And, if so drastic a 
plan as allotting two-ninths of the whole elementary-school course to 
agriculture and home economics must be adopted, should not the course 
for the seven months in school be definitely organized to make of the 
total nine months’ work an integrated whole? 

It is certainly conceivable that by careful differentiation of mini- 
mal essentials and supplementary units, a course might be prepared 
for six months’ or seven months’ schools that would be immeasurably 
superior to what the individual teachers of such schools could select 
from the nine-months’ courses provided. It might prove necessary 
to allow nine years for the elementary school instead of eight, but an 
added year in eight is less expensive of time than ‘‘spreading over 
two terms” the work outlined for each year. 

Still another rural condition crying for an adjusted curriculum is 
the one-teacher school. Applying to it opprobrious epithets and hop- 
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ing for a future of complete consolidation will not educate the present 
approximately four million children annually in approximately one 
hundred fifty thousand such schools in the United States, Their handi- 
caps are heavy enough without the added problem of fitting on a 
curriculum organized, grade by grade, for the city type of school. 
This fact was recognized by the committee which recently reorganized 
the curriculum for Iowa, as a statement in the introduction to this 
course shows: j 

The difficulty of making a course of study to serve both rural and 
graded schools arises not so much out of differences in the subject 
matter which should be taught in these two types of schools as out of 
the differences in administrative problems involved in teaching the 
two types of schools. . . It is the belief of the executive committee 
that those making the course of study which succeeds this one should 
consider seriously the plan of issuing a separate course of study for 
rural school teachers and one for teachers in graded schools. 

The ‘administrative problems’ here mentioned are interpreted to 
mean the class organization and daily program whereby one teacher 
may effectively instruct eight grade-levels in all the subjects of the 
elementary curriculum. The device almost universally employed for 
meeting this difficulty is ‘alternation and combination.’ 

Briefly stated, this means that the course is outlined by grades and sub- 
jects, as for a ‘graded’ school, and the teacher of the ‘ungraded’ school is 
instructed to ‘combine’ certain grades, alternating their outlines by years, 
and occasionally also to ‘combine’ or ‘correlate’ certain subjects. Thus 
seventh and eighth grades may combine in history, being taught as one 
class, and studying together one year the course as outlined for seventh 
grade and the alternate year that outlined for eighth grade. History, 
geography, civics, agriculture, hygiene, and English and reading above pri- 
mary grades are subjects often combined and alternated, arithmetic and 
primary reading very seldom, if at all. 

It is often recommended that the school be “taught as a whole” in some 
subjects, as for example, in music, writing, nature study, and art. Com- 
binations or correlations of two subjects in one class usually include lan- 
guage or reading as one of the two. Thus language and nature study, 
language and reading, language and number, or reading and history may 
be suggested combinations. 

The objection to alternation and combination is that the two 
years of work that are combined are often on different levels of diffi- 
culty, or one of them is to some extent prerequisite to the other. 
It is possible to arrange for alternation two years’ work, of equal diffi- 
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culty, but this is not a feature of the plan as worked out in most 
state courses of study. For this reason the plan has met with much 
objection, and some courses of study advise that it be not used. They 
offer no substitute plan, however. One state, after definitely warning 
against its use by ^‘teachers with poor organizing ability,’’ in the 
next paragraph declares, “It is absolutely essential to combine classes 
in the one- and two-teacher schools if satisfactory work is done.” 

The objection to combining or correlating two subjects in one is 
that the whole task of thus reorganizing and adjusting the printed 
curriculum falls upon the teacher. If the combinations suggested are 
practical, it would seem that they might be incorporated in the cur- 
riculum as sent out by the state. As it is, some quite impossible sug- 
gestions are offered. 

Thus one course directs that nature study, literature, and history be 
^correlated’ with language in first to third grades, and hygiene with lan- 
guage in first to fourth. The only time allotted to primary language on 
the sample program given in this course for a school of eight grades, is 
ten minutes daily for language and numbers in first and second grades, and 
fifteen minutes daily for third, fourth, and fifth-grade language, all to- 
gether. In this total of twenty-five minutes daily, therefore, there is sup- 
posed to be included the entire provision for first-grade numbers, language 
in the first five grades, literature in the first three, history in the first three, 
and nature study and hygiene in the first four. Suggestions for combin- 
ing all grades in music are equally impossible for the teacher who is pro- 
vided only with a curriculum offering eight sequential years of music 
instruction. 

Combinations which would be not only practicable, but fruitful, are 
sometimes unnecessarily made impossible. For example, in a recent supe- 
rior state course, separate outlines are provided for geography and indus- 
trial arts. In fourth-grade geography, one of the objectives is a knowl- 
edge of the state’s products, and two of the units outlined are “How houses 
are built” and “Lumbering.” It is in fifth and sixth grades, however, that 
in industrial arts “shelter study” is outlined, including the subtopics “How 
is lumber made?” “What lumber has our state?” “Where in our state 
do we get building material?” “Where get those not available here?” 
It is difficult to see what principle of sequence would have been violated 
by putting the two outlines in one grade, say the fourth. 

The failures to utilize potentialities for useful combinations which 
are noted in various state courses perhaps indicate that courses in 
separate subjects are being made quite independently, by subject- 
matter committees, with weak coordinating organization. 
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In spite of the fact that Eeinoehl (28) in 1922 made a number 
of very definite and useful suggestions for a curriculum organization 
especially helpful to one-teacher schools, only a few states have ad- 
vanced beyond the provision of the customarily graded outline, with 
directions to alternate and combine as just described. The most ser- 
viceably organized courses at present available appear to be those 
of Montana, Nebraska, and Wyoming. Promising enterprises in cur- 
riculum revision to fit small rural schools are on foot in New York 
and New Jersey. Several states have begun the development of music 
courses for ungraded schools; California, Alabama, and Indiana 
have issued special bulletins on this subject. Washington has a par- 
ticularly helpful section on art, which although not entirely organized 
for ungraded schools, has many suggestions which promote its adapta- 
tion to their conditions. 

Another means recommended in a few states for meeting the ad- 
ministrative difficulties of the one-teacher school is individual instruc- 
tion, which obviously is especially easy of application with the small 
enrollments frequently found in such schools. That it is a serviceable 
means for promoting the mastery of certain minimal essentials of 
information and skill is widely recognized. As a general measure, 
however, it has been severely criticised as exaggerating rather than 
remedying some of the very important lacks characteristic of the rural 
child ^s environment, such as those in socialization and language; and 
it is not in rural schools ordinarily counterbalanced by a variety of 
enriching and socialized activities. So far, only one state has ma- 
terially recognized this plan in its curriculum. 

2. The Curriculum Actually in Use 

The curriculum actually in use in rural schools is both worse and 
better than that shown in the printed courses. It is worse, because 
time is not adequate to teach all the separate classes in ‘ungraded' 
schools, and consequently the actual program of instruction is seri- 
ously limited, with the special subjects, particularly art and music, 
almost omitted, and with hurried and infrequent recitations of text- 
book assignments, interspersed with long periods of unsupervised 
study. Covert (7) reported in 1930 for 49 cities 83.9 percent of total 
time allotted to ‘special subjects,' including physical training, recess 
and supervised play exclusive of the noon hour, industrial arts, draw- 
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ing, music, opening exercises, and miscellaneous ; and for 80 consoli- 
dated schools 26.4 percent of time for the same subjects. Reinoehl 
(28) found 10 percent of the school day given to these subjects in one- 
teacher schools in 1922, a proportion little improved in the programs 
offered by superior state courses to-day. Thus one recent course, 
specifically for one-teacher schools, allows in its proposed program 
10 minutes daily for opening exercises, 5 minutes for physical exer- 
cise, 20 minutes for recesses, and 10 minutes for music, a total of only 
45 minutes, or 12.5 percent of the six-hour school day; and a recent 
and especially good state course provides 10 minutes for opening ex- 
ercises, 20 minutes for recesses, and 80 minutes, one day weekly, for 
industrial and fine arts and home economics. 

Reinoehl reported also an average daily allotment, for all sub- 
jects, of only 56 minutes of class time to first and second grades to- 
gether, 78 minutes to third and fourth, 90 minutes to fifth and sixth, 
and 105 to seventh and eighth. The difficulty of offering a whole 
curriculum in such brief periods of instruction is manifest. 

The rural curriculum to-day, however, is also better than the 
printed courses, because here and there, in both one-teacher and con- 
solidated rural schools, usually in well-supervised states and counties, 
work of very high type is being done. California through its ^dem- 
onstration schools’ is developing a program of ‘progressive education^ 
in rural schools. Numerous very fine units of work have been carried 
out in several North Carolina counties, notably in Wake County* 
Vermont has issued a bulletin describing the genuinely vital activities 
carried on by some of the superior teachers of that state. Rural super- 
visors in Maryland are incorporating modern ideals and practices in 
county courses of study. Connecticut has promoted a very free type 
of curriculum in certain of its small rural schools. New York is de- 
veloping ‘child-centered’ education in many one-teacher schools, and 
has committees of rural teachers and supervisors at work on a rural 
curriculum, of which one part has been issued in tentative form. The 
helping teachers of New Jersey are building a social-studies course for 
rural primary grades which will enrich both content and activities. 

Several rural curriculum experiments are on foot. Delaware has 
a rural demonstration school which is attempting to work out a cur- 
riculum and organization desirable for imitation throughout the state. 
The Ballard school, some ten miles from Louisville, Kentucky, with 
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Elsie Clapp as principal, is carrying on progressive education in a 
rural public-school situation. Collings’ experiment in a school in the 
Missouri Ozarks has been described in his book, An Experiment with 
a Project Curricvlum. Teachers College, Columbia University, has 
reported, in Four Years in a Country School, the experimental or- 
ganization of a one-teacher school in New Jersey in three groups 
instead of eight grades, has since that time further tested the same 
organization, with a considerably extended activity program, in the 
rural schools of a Connecticut town, and is preparing a bulletin of 
curriculum materials as an outcome of that experiment. The Southern 
Women ^s Educational Alliance is promoting a program of educational 
guidance in a mission school in the Appalachian region of southwest- 
ern Virginia. The progressive movement is being advanced by no 
one group exclusively. Wherever there is leadership, whether in a 
state department, a county, an individual, a community back of a 
school, or a state-wide or national organization of some type, there 
constructive work on the rural curriculum is being done. 

III. CONa.USIONS AND RECOMMENDATIONS 

Studies of rural children’s interests, experiences, and needs are 
insufficient in number and extent to afford basis for extensive gener- 
alizations. It is to be expected that few such generalizations will ever 
be reached, for the reason that rural children are not a separate 
genus. Certain features more or less characteristic of an agricultural 
rather than an industrial background and of sparse rather than dense 
population groups will always be important determiners of their 
education, but even these features vary from state to state and some 
of them from one section of a state to another. It is not important, 
therefore, that we are unable to generalize extensively with regard to 
rural curriculum factors for the nation as a whole. 

It is, however, extremely important that each responsible cur- 
riculum-developing unit, which means ordinarily each state, and to 
a lesser extent each county, should be informed as to the distinctive 
characteristics of its rural population and the conditions under which 
its rural elementary schools are conducted, and should organize its 
curriculum to be of maximal helpfulness to the teachers of these 
schools as well as to those of its city schools. That two or more differ- 
ent organizations for the same state may be needed is highly prob- 
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able. The Texas survey commission recommended several, for rural 
and urban, and for Mexican and Negro, yet that commission was com- 
mitted to the policy of common educational aims for all groups. The 
peculiar diffijculties of the short-term and of the one-teacher schools 
appear especially to require the assistance which an adapted state 
curriculum could give. 

On the whole, the states are not facing squarely the curriculum 
problem of the rural schools; they are organizing their courses of 
study primarily for city educational conditions and leaving the brunt 
of the burden of adjustment for the rural teachers and supervisors to 
carry. The assumption appears to be that the adjustments required 
are unimportant and readily made. If this be true, it is suggested 
that the curriculum be organized very specifically for six-month, 
one-teacher rural schools, leaving it to better-staffed consolidated 
schools and to the well-qualified teachers and fairly adequate super- 
visory force of cities to make the minor necessary adjustments. 

Just what adaptations or adjustments each state needs to make 
can be determined only by studies within that state, made in the light 
of the philosophy of education which that state accepts. No state 
can make all the needed adjustments without a knowledge of the level 
of mental ability, the health needs, and the social and cultural op- 
portunities and experiences of its rural children. Studies along liufta 
indicated in Section I, Subtopics 2 and 3, of this Chapter, are sug- 
gested as desirable. 

That rural curriculum development is proceeding under quite dif- 
ferent lines in a number of independent situations is an especially 
hopeful fact. A variety of suggestions for solving the very difiScult 
curriculum problems of rural schools promises a better eventual an- 
swer than would premature selection of one solution for general de- 
velopment. It is not probably to be recommended that any one plan 
as yet advanced be universally adopted, but rather that the problem 
of the rural curriculum be squarely faced and constructively attacked 
in each state and also in each county which can command the necessary 
personnel for the undertaking. 
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CHAPTER V 

THE CURRICULUM OP THE RURAL SECONDARY SCHOOL^ 


William H. Bristow, Emery N. Ferriss, and B. M. Stewart 

The contributors to this chapter present their discussion of the 
rural secondary-school curriculum in four sections: I, Programs of 
Studies in Junior and Junior-Senior High Schools; II, The Cur- 
riculum of the Kural Four-Year High School; III, Progress in Cur- 
riculum-Making for Vocational Agriculture in Rural Secondary 
Schools ; and IV, Some Important Curricular Problems in Rural Sec- 
ondary Education. 


SECTION I 

PROGRAMS OF STUDIES IN JUNIOR AND JUNIOR-SENIOR 
HIGH SCHOOLS 


WiLHAM H. Bristow 

Assistant Director of Secondary Education 
Department of Public Instruction, Harrisburg, Pennsylvania 


I. Secondary-School Reorganization in Rural Communities 
The development of practices and procedures, as they affect rural 
secondary education, is generally formulated by the state depart- 
ments of public instruction. Some of the special formulations sug- 
gested for the programs of rural junior and junior-senior high schools 
by representative state departments will be summarized in this section. 

Of the essential characteristics of the junior high school Judd 
(9:121)2 says; 

The junior high school is an organized effort to give the type of 
training that shall not be a mere repetition of arithmetic, nor a mere 

* Professor Ferriss, who is responsible for the general organization of this 
chapter, acknowledges the cooperation of various representatives of state depart- 
ments of education who supplied material pertaining to the programs of study 
in the small and the rural secondary schools in their several states, and in par- 
ticular the cooperation of Helen Heffeman, Chief of the Division of Rural Edu- 
cation, State Department of Education, Sacramento, California, for supplying 
extensive material pertaining to the rural high schools in that state. 

* Numbers in parentheses conjoined with citations refer by number and page 
to the references listed at the end of this chapter. 
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repetition of geography, . . . the essential core of this new curriculum 
is social study. ... A junior high school which is nothing but a 
departmentalized elementary school must be described as a sham. . . . 
The real business of the junior high school is to organize a new cur- 
riculum, organize a new body of constructive material which shall be 
richer and broader and better for the children. That is the only 
legitimate motive for this organization. 

Studying the phases of the junior-high-school movement in In- 
diana, H. G. Child (3) found that the four factors listed as most im- 
portant were: a reorganized course of study, an opportunity for 
pupils to take more extensive offerings in prevocational studies, a 
provision for greater differentiation of curricula than under old con- 
ditions, and the opportunity for some pupils to take some high-school 
subjects, such as foreign languages and algebra, earlier. Other in- 
vestigators have found substantially the same results. 

Since the curriculum is a significant index of the effectiveness of 
this movement, one regrets, in making an evaluation of junior-high- 
school development in rural communities, the difficulty of securing 
accurate information regarding the extent to which the content of 
the program of studies has been reorganized. Full information can 
be secured only by analyzing curricular materials, a task beyond 
the scope of the present study. 

Failure on the part of those working in the rural secondary school 
to bring about this reorganization has led many leaders to be skep- 
tical of the possibilities of the junior high school in rural and small 
communities. Spaulding (22:210) concludes that ‘‘the need of a 
new type of organization is, however, clearly evident. It is only to 
some plan, apparently undeveloped, that we must look for possibilities 
of achievement in the small junior high school. 

The program of studies in the junior high schools of Nebraska 
is indicated by a study made by Greene (6: 143f., 154) in which he 
concludes : 

In examining the curricula of the junior high schools under con- 
sideration, the observation is justified that they have made only a be- 
ginning at accomplishing the desired ends which a program of studies 
is supposed to achieve. Since 94 percent of the thirty-eight schools 
of the state belong to systems which are accredited to the North Cen- 
tral Association, it is not unexpected that they largely meet the recom- 
mendations of that accrediting agency. Davis reports that of the 293 
junior high schools of the North Central territory, 34.8 percent have 
definitely outlined curricula, 25.3 percent allow election by curricula, 
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and 48.5 percent allow election by subject. On the other hand, the 
Nebraska data show that 42.1 percent of the schools offer a single cur- 
riculum. Not a school, however, offers multiple curricula, while 57.9 
percent offer constants with variables. 

The kinds of industrial work offered are practically limited to man- 
ual training and domestic science. These are found in every school 
we have examined. Yet the absence of variety in this regard shows a 
lack of understanding of one of the chief functions of the junior-high- 
school organization, namely, the exploratory function. There is every 
appearance here that the greater number of these junior high schools 
do not differ markedly in their curriculum organization from the tra- 
ditional type. 

At present, it seems justifiable to state that many of the junior high 
schools of Nebraska are that in name only, and that they profess to 
be that reorganized unit mainly because of ^paper changes' in both 
organization and curricula. . . The principal change, as evidenced, is 
a grouping together of two or three of the grades under departmental 
plans and assuming the new name. 

There are varying opinions concerning the feasibility and value 
of the junior high school in rural communities. Virginia officials 
(24:4) deem it impractical except in communities which have large 
school populations and ample school revenues. Arkansas (17:8f.) 
favors it as a means of bringing some high-school opportunities to 
its scattered pupils. West Virginia (25: 35f.) proposes several forms 
to meet varying conditions. OBrien, of Kansas, (13) urges it as an 
improvement over the work for seventh and eighth grades in one- 
teacher schools. On the actual status Mrs. Cook (5:44) reports as 
follows : 


Establishment of junior high schools as a means of improving sec- 
ondary education in rural areas is growing in favor. According to a 
recent check, twenty-six states have passed laws relating specifically to 
the junior high school and thirty-two state departments of public in- 
struction encourage this type of organization within their respective 
states. Recent statistics show that 12 percent of the high schools in 
population centers of 2,500 or fewer are organized under the junior- 
high-school system enrolling 21.6 percent of the pupils attending high 
school in such centers. Most of these schools are organized as junior- 
senior high schools under the 2-4 or the 3-3 plan. The junior high 
school, as an independent unit or associated with the elementary school 
only, is comparatively infrequent in rural areas, but is showing growth 
in favorable sentiment. 



Table I.— Percentage of Fifty-nine Three-Year and FoRTY-five Two-Year Rural Junior High Schools Offering 



School activities 
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n. The Ofpeeinos of the Rural Junior High School 

In a recent yearbook of the Department of Superintendence, Briggs 
(1 : 199) has emphasized the exploratory function as one of the special 
characteristics of the secondary school. In dealing ■with this explora- 
tory function the emphasis has been placed largely upon different- 
iated curricula, practical arts, ■vocational courses, commercial educa- 
tion, and home-making, but extended programs of this sort are gen- 
erally to be found only in large junior high schools. Nevertheless, 
experience has proved that a program of practical arts can be car- 
ried out in a limited and worth-while fashion even in the smaUest 
secondary schools. Likewise, we are coming to realize that explora- 
tion is by no means confined to the practical arts, commercial subjects, 
or vocational education. English, science, mathematics, music and 
art, health and physical education, geography, and guidance courses 
may also contribute to the development of this important function 
of the junior high school. 

A study made by a subcommittee of the National Committee on 
Research in Secondary Education summarizes the curricula of 104 
representative two-year and thrfee-year junior high schools in rural 
communities distributed throughout thirty states. The percentages 
of the schools offering the different subjects, as required or elective 
courses, according to this study (20 : 43) are quoted in Table I herewith. 

III. The Six-Year High School in Rural Secondary- 
School Organization 

In the development of a program of reorganization, the junior- 
senior high school should play an increasingly important part in 
bringing to rural boys and girls a more effective secondary-school pro- 
gram. Rule (19:90) suggests certain principles of organization 
which, in his opinion, offer distinctive advantages. Space does not 
permit their inclusion in this article. The advantages enumerated, 
however, vitally affect the development of the program of studies in 
rural secondary schools. 

The danger involved in the encouragement of too many small hig^ 
schools of the old type is indicated in a survey made at the University 
of Kansas. In the light of the findings, which cannot be reproduced 
here, the authors (14:8) conclude: 

Briefly stated, a goodly number of these small [rural high] schools 
are so handicapped . . . that they are providing an inferior grade of in- 
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struction at an excessive cost. By far the larger portion of these two 
hundred and more rural high schools are still classified by the State 
Department of Education as in either the unapproved class or the low- 
est class approved by the state for doing high-school work. As a con- 
sequence the rural boy and girl may frequently be getting a spurious 
article labeled as modern high-school advantages. The exercise of 
more intelligence and foresight in the organization of the district and 
the school will be required, first of all, to change this deplorable situ- 
ation. Certainly, a rural high school may be made one of the best high 
schools in the state. 

An outstanding study of the six-year high school in Indiana was 
made by Simon (21) in 1928. A number of the findings and conclu- 
sions in the seventh chapter of his thesis indicate in a specific manner 
the problems which arise relative to the junior-senior high-sehool 
program of studies in small schools. Of these the following are 
significant : 

The median school corporation [in Indiana] maintaining a six-year 
high school has a population of 1,516. The chief occupation of the peo- 
ple of the community is farming. The median school has an enroll- 
ment of 125 pupils, 62 of whom are boys and 63 are girls. There are 
25 pupils in the seventh grade, 24 in the eighth, 24 in the ninth, 20 in 
the tenth, 17 in the eleventh, and 15 in the twelfth. 

The courses offered in the school are those required by the State 
Board of Education in Indiana and some elective courses approved by 
the State Board. About one-fourth of the work in Grades VII and 
VIII is elective and about one-half of the work for the other grades is 
elective. The median number of subjects offered in the school is eleven. 
The subjects mentioned most frequently are English, history, and social 
science, mathematics, Latin, home economics, music, art, physics, in- 
dustrial arts, agriculture, and biology. . . 

The courses offered in the six-year high schools are largely of the 
academic type with some deviation into the fields of commerce and prac- 
tical arts. The course of study outlined by the State Board of Educa- 
tion is used by all high schools of the State regardless of location. 
However, the schools are given a great amount of liberty in regard to 
the work which may be offered. Although they are free from restric- 
tions, the six-year high schools of Indiana are limited in some cases in 
the number of courses they may offer by the pupil enrollment, size of 
teaching staff, and equipment. 

The subjects offered in the six-year junior-senior high schools of 
Indiana as reported by Simon are listed in Table II. 

rv. Programs of Studies Developed by State Departments 
Trends in the curriculum development of rural junior and junior- 
senior high schools may be observed in the programs of studies pre- 
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Tabus II. — Nismbeb of Jtjnior-Sbnior-High Schoou of Classibmsd Enroll- 
ments IN Indiana Offering the Subjects Listed 
(From Simon) 


Schools Classified by Total Enrollment 


Subjects 

100 or 
fewer 

101-150 

i 151-200 

201 and 
over 

Total 

English 

70 

108 

44 

35 

257 

History and social science 

70 

108 

44 

35 

257 

Mathematics 

70 

108 

44 

35 

257 

Latin 

65 

102 

44 

34 

245 

Home economics 

59 

106 

41 

35 

241 

Music 

59 

93 

42 

34 

228 

Art 

39 

76 

37 

30 

182 

Physics 

38 

75 

34 

29 

176 

Industrial arts 

30 

61 

32 

32 

155 

Agriculture 

32 

53 

20 

13 

118 

Biology 

20 

51 

21 

20 

112 

Commercial subjects 

14 1 

35 

25 

28 

102 

Physical training 

21 

35 

18 

21 

95 

Botany 

23 

25 

10 

13 

71 

Physical geography 

19 

26 

14 

9 

68 

Commercial geography 

19 

22 

9 


57 

Physiology 

14 

23 

3 


50 

Band and orchestra 

9 

14 

10 

msM 

44 

Chemistry 

2 

2 

2 

11 

17 

Public speaking 

3 

7 

1 

6 

17 

Bible 


3 

3 

3 

9 

Hygiene 

”2 

2 

2 

3 

9 

French 

• • . 

2 

1 

4 

7 

Penmanship 

4 


2 

1 

7 


pared by state departments of public instruction. These programs 
of study are often the result of a careful survey of the field, and 
embody standards chosen for the type of school for which they are 
prepared. Because these programs indicate what is being attempted 
in the small schools, programs from certain states are reproduced; 
most of the valuable suggestions regarding objectives and adaptations 
of the programs to the school and the community are, of necessity, 
omitted. The programs of studies prepared by the state department 
of Indiana (Table III), New York (Table IV), and West Virginia 
(Table V) supply typical examples of the different sorts which are 
found. 
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It is hi^ly important to the progress of this reorganization move- 
ment that each state act as a directing force to insure the development 
of a coordinated program of study. Enthusiasm for the reorganiza- 
tion movement or the need of temporary adjustments should not re- 
sult in setting up ineffective organizations which might be improved 
through a system of consolidation using larger units of administra- 
tion. On the other hand, there is a place for junior and junior-senior 
high schools, offering a modified program, in small centers of popula- 
tion and rural communities. But before organizing a small junior 


Table III. — The Indiana Junior-High-School Program of Studies, Showing 
Maximal and Minimal Periods* 



Grade VII 

Grade VIII 

Grade IX 

Min- 

imum 

Max- 

imum 

Min- 

imum 

Max- 

imum 

Min- 

imum 

Max- 

imum 

R^uired 

ikgliBh 

5 

7 

5 

7 

5 


Social studiest 

5 

5 

5 

5 



Mathematics 

5 

6 

4 

5 

5 


Geography 

3 

6 





Physic^ education 

2 

3 

2 

2 

2 


Practical artsj 

2 

3 

3 

3 



Music 

1 

2 





Art 

1 

2 





General science 



4 

5 



Electives: 







Music 



1 

3 

1 

5 

Art 



1 

3 

1 

5 

Foreign language 



2 

6 

6 


Commercial arts 



2 

5 

1 

5 

Citizenship vocations 





6 


Biology 





5 

*7 

Practical arts 





6 

10 


*From Administrative Handbook for Indiana High Schools. Indianapolis, 1928. 
Pp. 43-44. 

fSocial studies in Grade VII include Indiana history^ community civics, and 
United States history; in Grade VIII, United States history and constitutional 
civ’cs. , , . , , 

IPractical arts in Grade VII include general shop and home economics; agricul- 
ture is added in Grade VIII, and trade and industry takes the place of general shop 
in Grade IX. 

high school, consideration should be given to the advisability of re- 
organizing existing 8-4 or 7-4 units in the development of a junior- 
senior high school. 

The offering of a satisfactory program of studies in small junior 
and junior-senior schools closely concerns such administrative features 
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Table IV. — A New York Program op Stctdibs for the Small Junior Hioh 
School Showing Periods Per Week* 



Grade VII 

Grade VIII 

Grade IX 


First 

Term 

Second 

Term 

First 

Term 

Second 

Term 

First 

Term 

Second 

Term 

English 

5 

5 

5 

6 

6 

5 

Social studies 

6 

5 

6 

6 

5t 

5t 

Mathematics 

5 

5 

6 

5 

5 

5 

Science 

2 

2 

3 

3 

5 

5 

Health 

2 

2 

2 

2 

2 

2 

Music 

2 

2 



6t 

6t 

Art 

2 

2 

2t >4 

4 

5t 

5t 

Practical arts} 

2 

2 

2tj 


6t 

6t 

Library instruction 

Home room: 

1 

1 





Assembly 

1 

1 

1 

1 

1 

1 

Clubs 


1 

1 

1 

It 

It 

Guidance 

1 



1 



Home-room business 

0.5 

*0.5 

0.5 

0.6 

0.5 

0.6 

Reading 

0 6 

0.5 

0.5 




Spelling 

0 5 

0.6 

0.5 

0.5 



Writing 

0.5 

0.5 

0.5 

i 


... 

Language 



“iJ 

n.: 

5t 

5t 

Commercial subjects 


j 

2t/ 1 

2t/ ! 

5t 

6t 


♦From The Junior High School in New York Siate. Albany, 1928. P. 87. 
tBeoomes a variable for different groups, 
tis an elective. 

(This title includes home-making for girls and industrial arts or agriculture for the boys. 

as individual instruction,’ ‘grouping of subjects,’ ‘alternation of sub- 
jects,’ ‘part-time or itinerant teachers,’ ‘teachers with preparation in 
a number of fields,’ and ‘building adjustments.’ These phases of 
administration offer a profitable field for research in rural secondary 
education. 

The principle of ‘adaptation,’ rather than the ‘adoption’ of cur- 
riculum materials and procedures found helpful in larger schools, 
should characterize the administration of small rural junior and 
junior-senior high schools. 

The teachers, principals, and superintendents should be encour- 
aged to experiment with new procedures and policies which promise 
aid in the enrichment of the programs of studies in small secondary 
schools. State departments of education and other educational agencies 







134 


TEE STATUS OF BUBAL EDUCATION 


Table V. — Suggested West Virginia Curriculum for Six-Year High Schools 
Emploting Six Teachers* 



Seventh 

Year 

Eighth 

Year 

Ninth 

Year 




English 

5 

6 

6 

5 

5 

5 

Geography 

5 



5 



Elementary Science 

3 

3 





Health and phyeioal education 

2 

2 


2 

2 

2 

Elementary mathematics 

Home Economics — girls; or Indus- 

6 

5 

6t 




trial arts or agriculture — boys . . 

3 

3 

3 

6 



Fine arts 

2 

2 





Guidance and student activities. . . . 

6 

6 

6 




American history 


5 



5 


Citisenship and occupations 


5 

5 




Biology 




5 



Modern world history 

... 



5 



Commercial studies 




6 



Algebra 





6 


Chemistry 





6 


Latin or French (not both) 





6 

6 

Geometry 






6 

Elementary economics or sociology 






5 

Physios 






6 

Fine arts} 








♦From Manned for Secondary Schools. Charleston, 1926. Pp 35f. 

tMathematios in ninth year includes algeora, composite mathematics, or advanced arithmetic. 

tThe hours of electives are set in italics. Any two are to be chosen for the tenth, eleventh, and 
twelfth years. 

§Fine Arts may be offered in the eleventh and twelfth years in place of either Latin or French. 

can make outstanding contributions through the promulgation of pro- 
grams which will make it possible to carry these studies on over long 
enough a period to make the results valid. At the present time the 
heavy turnover of the teachers and the members of the administrative 
personnel in rural communities make such studies difficult. 

V. Summary 

1. Some evidence of the reorganization of courses of study and of 
the development of curricular materials to meet the needs of rural 
communities has been assembled here. For the most part, however, 
little has been done in this field. 

2. A status study of the offerings in small junior and junior-senior 
schools gives important information concerning the programs of studies 
in these schools. It does not, however, reveal the nature of courses of 
study. Further study is needed with reference to objectives and 
curricula for rural and small high schools. 
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8ECTI0N II 

THE CUBBICULUM OF THE BUBAL FOUB-YEAB HIOH SCHOOL 


Emery N. Ferriss 
Professor of Bural Education 
Cornell University, Ithaca, New York 


Approximately seventy percent of the secondary schools in rural 
areas are of the traditional four-year type. They enroll about 75 per- 
cent of the children attending rural secondary schools. Whatever may 
be the future development of rural secondary education, at the present 
time, so far as curriculum offerings are an index, the subjects in the 
programs of studies of rural four-year high schools probably give most 
adequately an indication of the educational opportunities afforded to 
the young people living in rural communities. 

In this section the purpose is to give a composite picture of the 
significant features of the curriculum of the rural four-year high 
school from several angles. Because of the limitation of space and the 
view that subjects offered by fewer than one-fourth of any group of 
schools studied are not of particular significance in a picture of status, 
such subjects are omitted from consideration. Though extra-class 
activities are recognized as being increasingly important in any por- 
trayal of educational opportunities afforded children, they are also 
omitted, save for incidental mention. 


I. Subjects Offered in Representative Small High Schools 


The subjects offered by 196 representative small high schools dis- 
tributed over 44 states were listed in a study of the senior-high-school 
curriculum by J. N. Rule included in the Sixth Yearbook of the De- 
partment of Superintendence, This probably contains (19: 95ff.) the 
most recent data of nation-wide scope on the programs of studies of 
rural high schools. 

The subjects included in the programs of at least 26 percent of 
these 196 schools, with the percentage of schools offering each, are: 


Subject 

English I 

English 2 

English 3 

English 4 


Percent of 
Schools 
.. , 94 
.. 94 
.. 74 

.. 68 
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Latin 57 

Latin 52 

French 26 

Elementary algebra 9^ 

Advanced algebra 44 

Plane geometry 7^ 

American history 62 

Ancient history 39 

Medieval and modern history 35 

World history 27 

Civics and citizenship i and 2 49 

General science 60 

Biology 42 

Physics 43 

Chemistry 31 

Agriculture 3^ 

Physical education and physical training 29 

Bookkeeping 3^ 

Typewriting 28 

Home economics 4^ 


Examination of this list shows that the subjects offered by one- 
half or more of the schools are English, Latin, algebra, geometry, 
American history, and general science. If all the subjects included 
in the programs of 25 to 49 percent of the schools are added, this list 
is increased by one year of a second foreign language, French 1; 
three courses in history and a course in civics; three courses in 
science; one year each of agriculture, home economics, typewriting, 
and bookkeeping; and physical education and physical training. 

II. An Ohio Study 

A study by Clifton (4) of fifty representative small first-grade 
high schools of Ohio, each enrolling fewer than fifty pupils, probably 
indicates rather accurately the status of the program of studies in 
schools of this type, of which there are approximately four hundred 
in the state of Ohio. The subjects offered by 25 percent or more of 
these small high schools in Ohio are (4;78f.) : 
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English I 

Elementary algebra 

Geography 

English 2 

Advanced algebra 

Economics 

English 3 

Plane geometry 

Sociology 

English 4 

Arithmetic 

Modern history 

Latin i 

General science 

Occupations 

Latin 2 

Biology 

Bookkeeping 

Latin 3 

Physics 

Manual training 

Latin 4 

American history 

Home economics 

French i 

Civics 

Physical education 
Music 


If only the subjects that are found in the programs of at least 
50 percent of the schools are considered, the offerings are algebra, 
plane geometry, and arithmetic ; four years of English ; four years of 
Latin ; two years of science ; two of history and civics ; two of home 
economics; and two of manual training. If the subjects offered by 
25 to 49 percent of the schools are also included, eleven subjects are 
added to the list. By including all the subjects offered by any school 
and by less than 25 percent of the schools, a considerable number of 
subjects, diverse in character, are added. Clifton says (4:80) : 

There is little uniformity in the curricular offerings of these schools 
outside of that dictated by college-entrance requirements and tradition. 
This is indicated by the fact that twelve subjects in the ninth grade, 
nineteen in the tenth, twenty in the eleventh, and twenty-three in the 
twelfth are offered by less than 25 percent of the schools. 

III. Offerings in the Rural High Schools of California 
Since California holds the unique position of having a small per- 
centage of rural high schools with enrollments of fewer than fifty 
students and a large percentage with enrollments over one hundred, 
an analysis of the curriculum status of the rural high schools of that 
state should offer the basis for interesting comparisons. Miss Heffer- 
nan in her study of the rural high schools of California (7) gives com- 
plete data on the subjects offered by those schools. Only data for 
the 180 schools with enrollments of three hundred or less are repro- 
duced here in Table VI, since four-year rural high schools with en- 
rollments of more than three hundred are exceedingly rare in prac- 
tically all other states. As would undoubtedly be expected, since the 
California schools are as a group much larger than those represented 
in other studies, the range and number of subjects offered is much 
larger. The most surprising features, perhaps, are the predominant 
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Tabub VI. — Subjects Offered By 25 Percent or More of the Small Rural 
High Schools of California as Reported by Heffernan 
(180 Rural High Schools with Enrollments of 300 or Less) 


Size of Enrollment 


Under 100 


101-300 


English 1 

English 2 

English 3 

English 4 

Public speaking 

Latin 1 

Latin 2 

French 1 


French 2 

Spanish 1 

Spanish 2 

Spanish 3 

Elementary algebra . . 
Advanced algebra. . . . 

Plane geometry 

Solid geometry 

Trigonometry 

General science 

Biology 

Chemistry 

Physics 

American history .... 
American government 
World history 

Ancient history 

Modern history 

Economics 

Typewriting 1 


Typewriting 2 

Elementary bookkeepir 
Advanced bookkeeping 
Shorthand 1 


Shorthand 2 

Commercial arithmetic 

Business methods 

Elementary mechanical drawing 

Advanced mechanical drawing. . 

Woodwork 1 

Woodwork 2 

Machine shop 


100 

100 

100 

100 

100 

100 

76 

89 


34 

44 

80 

39 

77 


29 


25 

85 

94 

77 

92 

43 

46 

100 

100 

76 

89 

100 

100 


49 

35 

55 

75 

74 

40 

76 

61 

86 

55 

81 

100 

100 

100 

100 

61 

67 


31 


33 

*44 

56 

92 

97 

69 

86 

76 

91 

33 

56 

64 

89 

39 

71 


26 


28 

*67 

73 


25 

39 

56 


33 

‘si 

45 
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Table VI , — Continued 



Size op Enrollment 


Under 100 

101-300 

Homemaking 1 

76 

92 

Homemaking 2 

45 

59 

Elementary art 

33 

73 

Advanced art 


38 

Agriculture 1 

29 

44 

Agriculture 2 


34 

Farm mechanics 

25 

40 

Physical education 

100 

100 

Orchestra 

37 

65 

Glee club 

29 

62 

Theory and sight singing 


47 

Instrumental music 


30 


attention given to the traditional academic departments of learning, 
the relatively small proportion of schools offering instruction in prac- 
tical arts and vocational activities, and the relatively large place given 
to commercial subjects. Another striking feature is the relatively 
small amount of emphasis in these larger rural high schools upon 
such fields of study as health education, music, and art. While a 
somewhat larger percentage of the California rural high schools 
provide, in their programs of studies, for work in special practical 
and vocational fields (with the exception of agriculture), the most 
noticeable characteristic is the increased number of offerings in such 
strictly academic fields as languages, mathematics, and history. 

It should be noted that among the courses listed by fewer than 
25 percent of these California schools — facts not included in Table 
VII — a considerable number of additional electives are offered many 
of them representative of the newer subjects. 

Dramatics, journalism, and stagecraft are included in the field of 
English; Latin 3 and 4, French 3 and 4, Spanish 4, and two years of 
German in languages; general mathematics; physical geography; so- 
ciology ; community civics, medieval history, occupations, medieval and 
modem history, and English history; commercial law, commercial 
English, commercial geography, and salesmanship; home-making 3 
and 4; band and chorus; health education ; agriculture 3 and 4; aero- 
nautics; military science; and library methods. 
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Some of Miss Heffernan^s comments on the present status of the 
curriculum of the California rural high schools, which are of wide 
application to rural high-school curricula, are quoted here: 

The smaller schools offer a surprising number of mathematics 
electives. Over 54 percent offer advanced algebra and over 54 per- 
cent offer trigonometry. The composite mathematics course has shown 
little progress in California high schools. The college- entrance re- 
quirements of algebra and geometry keep them firmly entrenched in the 
high-school curriculum. 

The curriculum shows the effect of the growing conviction that 
the task of education is to prepare citizens to cope with modern social 
problems. Although history is still the predominating subject, econom- 
ics has reached second place and sociology fifth place in the curricular 
offerings in the social-science field. 

The commercial curriculum is the most flourishing vocational cur- 
riculum in the high schools included in the study. Small schools are 
frequently offering more commercial subjects than the opportunity for 
graduates of the commercial curriculum would warrant. 

Industrial arts occupy no very significant place in the high-school 
curriculum. In the smaller schools due to lack of equipment and small 
faculties, these non-academic fields have not received the development 
that the strong movement toward vocational education would lead us 
to anticipate. Only in schools enrolling over two hundred students 
are any differentiated industrial-arts curricula provided. 

The home-making courses occupy a strong, but in no sense domi- 
nant, position in the high-school curriculum. It is easy to argue the 
desirability of these courses but more difficult to make the high-school 
girl elect them. . . An effort should probably be made to direct the 
home-making courses into an analysis of the responsibilities which 
will probably belong to the homemaker of the future. Processes which 
were the common home duties of a generation ago have been taken 
over and performed more satisfactorily by industry. The homemaking 
course of the future will probably concern itself with giving the stu- 
dent, ( I ) an appreciation of the place of the home in the social order, 
(2) a realization of the responsibility of the members of the family 
to each other and to the social group, and (3) a sense of responsibil- 
ity for those community problems which affect the position of the 
home in society. 

Music is just emerging from the extra-curricular status in our 
smaller secondary schools. The avocational and vocational values of 
music have not been fully appreciated in the construction of secondary 
curricula. 

Although we have enunciated the health objective of secondary 
education for over ten years, little of this objective is found translated 
into direct health teaching. . . Definite health instruction is afforded 
in tfee curriculum of only 15 percent of the courses of study examined. 
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For a commonwealth that bases its industrial life on agriculture, 
agricultural education has not received the emphasis in the secondary- 
school curriculum to be expected. Only about 43 percent of the schools 
offer any courses in agriculture and an even smaller percentage offer 
a complete agriculture curriculum. Causes may probably be found in 
the serious economic conditions with which the farm group have been 
confronted in recent years. 

IV. General Status of the Eural High-School Curriculum 
A critical examination of the several groups of data on the pro- 
grams of studies of rural high schools indicates clearly that the core 
of the rural high-school curriculum is still largely composed of college- 
preparatory subjects. It is academic in its most common features. 
It lacks balance, whether viewed from the angle of the common de- 
velopmental needs of the adolescent, or from the angle of individual 
differences in interests and aptitudes, not to mention purposes, or from 
the angle of the social adjustments commonly needed by the great mass 
of people in modern life. As far as any dominant aim is apparent, it 
is the preparatory aim. All other aims are secondary, and they grad- 
ually but surely yield to this dominant aim, as the groups considered 
represent schools of smaller enrollments. 

Comparison of recent statistics with those of approximately a 
decade ago indicate little change in the general features of the rural 
high-school curriculum. In a minor way, however, encouraging changes 
seem to be taking place. Latin and other foreign languages have ap- 
parently decreased in importance as required subjects; mathematics 
has lost some ground as a common requirement for all pupils ; ancient 
history and certain special courses in history, such as English his- 
tory, have somewhat declined in importance. Such social studies as 
community civics and courses dealing with social and economic prob- 
lems and general science as an introductory course in science have 
gained in frequency in the rural high-school curriculum. Practical 
arts, other than manual training, and agriculture and home-making 
have become more common in programs of studies. Commercial sub- 
jects are receiving much emphasis. 

V. State Departments of Education and the Curriculum op 

THE Rural Pour-Year High School 
Rural high schools are much influenced in their programs of studies 
and curriculum organization by regulations and recommendations of 
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* In four cas«3 either general mathematics or algebra is required in the ninth year, 
t In four cases occupations is taught in connection with the course in civics. 

t In some states serial curricula are suggested for small and rural high schools, and c^tmn subjects are require in certain 
curricula only. In the table just given idl subjects are classed as elective if not required in all curricula. 
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state departments of education. Eule (19:85) gives the following 
summary of state requirements for high-school graduation by subjects 
in 1925-1926. 

English — 20 states require three years; and 20 states require four years. 

Language — 8 states require two years. 

Mathematics — 25 states require one year of algebra; 16 states require 
geometry; and 3 states require general mathematics. 

History — 38 states require American history. 

Social science — 17 states require some social science other than history 
and civics. 

Science — 30 states require at least one year of science; nine of them 
name general science; 6, biology; and 5, either physics or chemistry. 

The most significant items in these requirements, as they affect 
rural high schools, would appear to be that in 8 states all pupils are 
required to take two years of a foreign language, and that in 25 
states and 15 states, respectively, algebra and geometry are necessary 
for graduation. Other interesting items are the absence of health 
and physical education as subject requirements, and the fact that in 
10 states no work in science is required for graduation. A critical 
analysis of these requirements raises the question regarding the aims 
of public secondary education and the common needs of the great 
mass of secondary-school pupils in meeting the demands of everyday 
life. 

State departments of education have in many states prepared pro- 
grams of studies and curricula for small and rural high schools. Table 
VII shows an analysis of the programs of studies for small and rural 
high schools suggested by 21 state departments of education. Subjects 
offered in fewer than five programs are not given. 

Comparison of the subjects offered in these suggested programs of 
21 states with the preceding tables of subjects offered by rural high 
schools reveals the close similarity. There is the same emphasis upon 
the traditional academic subjects, the same lack of emphasis upon 
such subjects as art, music, industrial arts, and physical and health 
education. It is probably true, however, that the percentage of state 
programs of studies for small and rural high schools in which one or 
more of this lastmientioned group of subjects are suggested has in- 
creased within the last decade. 
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VI. The Curriculum op the Rural Junior College 

Inquiries addressed to the several states in regard to adaptations 
made in public junior colleges to meet the specific educational needs 
of rural communities resulted almost without exception in negative 
replies. A notable example of a variant development, in which definite 
adaptation of the work of a junior college to the peculiar educational 
needs of rural people is made (2), is the Chaffee Junior College, of 
Ontario, California. Agriculture is offered in the two-year junior 
certificate curriculum and in the two-year non-collegiate diploma cur- 
riculum. Six one-year vocational curricula are offered, among which 
are an inspector’s course containing the subjects of botany, entomology, 
pomology, plant pathology, citriculture, and field practice; and a 
homemaker’s course containing the subjects of home activities, cloth- 
ing, textiles, interior decorating, arts and crafts, foods, and house- 
hold accounting. 

One of the significant features of the program of the Chaffee Junior 
College is its short unit courses for adults. These courses as offered 
in 1929 are listed in Table VIII. The work in the Chaffee Junior 
College represents, it would seem, a significant development in the 
direction of meeting rural needs and indicates some of the possibili- 
ties in rural secondary education on the junior-college level. 

VII. State Educational Surveys and the Rural 
Secondary Curriculum 

State educational surveys have pointed out time and again the 
characteristics and weaknesses of rural high-school curricula. The 
Virginia survey (16:179), one of the more recent state surveys, in 
regard to the curricula of the rural high school, embodies the follow- 
ing typical characterization and recommendations : 

It appears, therefore, that both of these schools — typical of the 
small rural high schools of the state, are essentially college-preparatory 
schools. Youths attending them head for college because, forsooth, 
they know of no other route to traverse and have no opportunities to 
travel in any other direction even though they desired to do so. 

There is need in Virginia for a revision of the program of studies 
for rural high schools, . . . for making all work that is offered function 
more vitally than it does at present. . . Specifically the survey staff 
recommends that the two-year course in ancient and modern European 
history give place to a single year of European history; that a course 
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TABiiE VIII, — Chafi^e Junior College Unit Curricula: Short Courses 

FOR Adults 


Agriculture: 

Citriculture 

Deciduous fruits . . 
Poultry husbandry 
Project visitation . , 

Astronomy 


Clock 

Hours 


Clock 

Hours 


10 

10 

10 

20 


Education: 

Parent education 

Teacher-training lectures. . . . 
Extension courses, each 


60 

30 

32 


60 


EMlish: 

&ntemporaneous literature . 
The drama 


30 

30 


California history .... 

Commercial subjects: 

Business law 

Salesmanship ...... 

Commercial English 

Typing 

Shorthand 


30 


60 

30 

60 

120 

120 


Language: 

Spanish 

Music: 

Orchestra 

Chorus — community 

Public speaking 


120 

60 

60 

30 


Scout leadership training: 

Men 

Women. . . 


30 

30 


in occupations and in community and vocational civics be established; 
that the science courses be articulated more closely with the interests 
and needs of rural life; that at least an introductory course in business 
practices and bookkeeping be provided ; that only one foreign language 
be offered in the very small schools — and that preferably this language 
be Latin; that home economics be offered for at least two years in 
every school ; that a course in farm and home mechanics be introduced ; 
that some attention be given to drawing and music; and that the 
courses in English be vitalized by the introduction of more of the 
features that relate to the practical experience of the pupils pursuing 
them. There is, of course, no justice in depriving those who honestly 
desire to prepare for college of the opportunities to do so. Contrari- 
wise, however, there is no justice in guiding all toward college doors, 
when clearly only a portion of the pupils will ever enter therein. 
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SECTION III 

PEOGBESS IN CUEEICULTTM-MAKING POE VOCATIONAL 
AQBIOULTUEE IN EUEAL SECONDABY SCHOOLS 

E. M. Stewart 
Professor of Bural Education 
Cornell University, Ithaca, New York 


Those interested in the organization and methods of handling the 
content of agriculture, its supporting sciences, and the vehicular sub- 
jects needed for its adequate use and dissemination in the education 
of youth for farming vocations have during the last decade or more 
shared in the general agitation for the reconstruction of the curricu- 
lum. In addition they have carried on collaborative experimentation 
in the schools. In fact, no little credit is due the leaders in agricul- 
tural education who have been responsible for giving form and impetus 
to the movement for a curriculum that will not only conserve the best 
of past experience, but will at the same time make vivid and dynamic 
the school programs that reflect present-day experiences and that in- 
tegrate the best of these experiences with the traditional subjects into 
a curriculum which is consonant with the needs of the new day. 

In 1917, agricultural education, though dependent upon the ex- 
tant forms of general education and upon experiments in industrial 
education, was faced with the problems of formulating a curriculum 
based upon the needs of persons engaged in farming occupations. The 
short time available, after the passage of the National Vocational Edu- 
cation Act, for constructing the program of vocational agriculture for 
secondary schools, made it necessary to prepare a program based 
largely on experience gained in other flelds. It was logical, therefore, 
that the first steps in making a curriculum for agriculture in secondary 
schools should be empirical in character and based essentially upon 
experience in the colleges. 

The programs set* up by the several states reflected this general 
conception. It soon became evident that the practical experience 
gained on the home farm was to become pivotal in the arrangement 
of the curriculum. It was evident also that no curriculum of studies 
could be set up that would have universal validity for all the schools 
in any given region of the state, to say nothing of the schools of a 
whole state. This situation presented a most difficult problem, that of 
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setting up a dynamic curriculum sufBciently definite for use by either 
the relatively untrained teacher or hy the teacher of science who may 
have been called upon to teach the new courses. That the less com- 
petent the teacher, the more dynamic the teaching material should 
be is perhaps true; but, in general, the less competent the teacher, 
the greater the need also for the fixed curriculum as a means of con- 
trolling the instruction. 

The point just emphasized is included in this discussion because in 
the rapid development in curriculum construction it has been neces- 
sary to provide an extensive program of teacher training that would 
make the teacher specifically competent, not only in teaching classes 
from an outline of studies already provided, hut also in discovering 
the type of farming in the area served, the pupils’ experiences, the 
conditions under which the pupils get their education, and the prac- 
tices of the best farmers. 

This type of training and competency was forced upon teachers 
from another angle. From the beginning of the program in agricul- 
tural education, it was provided that each pupil should have six months 
of supervised farm practice in connection with his school instruction. 
It soon became evident that not only did the curriculum have to con- 
form to the farming needs of the region, but that the local curriculum 
should also first be based upon situations presented by the home farms 
in the area, and, finally, upon the farms of the region and of the state. 
A recent study by Kiltz (10) showing to what extent the kinds of 
supervised farm practice carried on by the pupils refiected the major 
farm enterprises of the home farms and to what extent the teachers 
taught in terms of these farms and these farm practices is indicative 
of a rapidly developing point of view. 

In a study made by the writer (23) covering nineteen representa- 
tive states located in the four regional areas of the United States and 
representing 987 teachers of vocational agriculture, it was shown, on 
the question of the teacher’s studying the agricultural resources of 
the school community, that : 

1. 8i percent (by median of states) made animal surveys for school use. 

2. 82.6 percent made crop surveys for school use. 

3' 34-9 percent made service appliance surveys. 

4. 58.3 percent used census reports for studying the community. 

5. 65.7 percent received help from the county agricultural agent. 



CUBBICULUM OF TEB 8BC0NDABY SCEOOL 


149 


6. 69.9 percent received information from grain dealers, stock buyers, 
merchants, bankers, or other local citizens. 

7« 73*3 percent used bulletins from the college of agriculture for as- 
sistance in the study of the local community. 

8. 52.8 percent used bulletins from other states for that purpose. 

9. 55.0 percent used specialists from the college to assist in carrying 
out the local program. 

In this same study, certain activities regarding the construction 
of curricula and courses of study were noted. In this connection the 
study showed that : 

1. 89.2 percent of the teachers made their own curricula. 

2. 80.9 percent submitted their proposed curricula to the state super- 
visor for approval. 

3. 96. 2 percent assumed the responsibility for the selection of content 
for the various agricultural courses that they taught. 

4. 96 percent based the content of their courses upon an analysis of 
the activities of the farmers in the community. 

5* S3-S percent were working cooperatively with other agencies on a 
long-time agricultural program for the community. 

6. 84 percent attempted to correlate their work with the non-vocational 
work in the high school. 

7. 23.5 percent set up special curricula for pupils who did not take the 
four-year curriculum. 

Similar results were found concerning the methods of teaching 
used and the character of the activities in the supervised farm-practice 
program. This shows rather conclusively that the teachers of agri- 
culture are committed to the responsibility of constructing a cur- 
riculum which reflects the local needs of the pupils in the selection 
and organization of materials of instruction. 

The following excerpts from a state bulletin typify the aims of 
the majority of the states, and also their actual practices : 

In any community, therefore, the course objectives are determined 
by (a) the type or types of farming in which the farmers are engag- 
ing and (b) the local related agricultural occupations such as herds- 
man, farm manager, milk tester. . . Such courses [as teachers prepare! 
should be organized so as to make the fullest possible use of the pupils* 
experience gained on the home farm as well as the experience of the 
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successful farmers in the community. . . In the preparation of the 
courses of study consideration should be had for the following: 

1. Study the local types of fanning, and related occupations in 
order to determine the course objective. 

2 . Summarize the facts as suggested above and assign to each 
year's work the enterprises that may be most appropriately and ef- 
fectively studied that year. 

3. Break down the enterprises to be taught in any given year into 
the component jobs which the farmers need to perform during the 
year in carrying on the enterprises. 

4. Arrange the enterprises and farm jobs in accordance with the 
seasonal sequence operations on the farm. 

5. Get acquainted with the pupils who have enrolled or who are 
likely to enroll for vocational instruction . . . Make a systematic study 
of their individual interests and aptitudes, general intelligence, farm 
and school experience, ages and ambitions with respect to a vocation. 

6. As the work progresses, memoranda of the desired changes 
should be made, to the end that the actual experience of teaching the 
various lessons may result in the preparation of a better course of study 
and teaching plan for the following year. 

In carrying out such suggestions as those already given, the fol- 
lowing points will appear as valuable : 

1. The part of the curriculum in any one year would be varied 
to suit the needs of pupils and to provide for a continuity of enterprises 
in keeping with a long-time program of study. 

2. Unifying and integrating content would be related to the enter- 
prises, according to significance and diflSculty. 

3. The most important crop and animal enterprises would come 
in the first years and specialities and specialized study would follow. 

4. Service subjects such as soils and fertilizers, shop exercises, etc., 
would be introduced gradually in relation to enterprises and their or- 
ganization in the farm business, taking on management emphasis to- 
ward the end of the high-school period. 

5. Integrating and unifying subjects would come in the last year 
or years as the basis of organizing and evaluating the principles that 
were operating in the enterprises taught. 



CUBSICULUM OF TEE 8SC0NDABT 8CE00L 


161 


SECTION ir 

SOME IMPORTANT CTJEEICULAE PROBLEMS IN EUEAL 
SECONDARY EDUCATION 

Emeey N. Perkiss 


After an analysis of state surveys and other data Dr. Roemer (18) 
concludes that the small high school means “limited curricula, poorly 
arranged and ill-balanced curricula, unjustifiable subject requirements 
of pupils, and practically no vocational offerings. Miss Heffeman in 
her study of the curricula of the rural high schools of California (7) 
points out that in the small high school “college prescription is the 
outstanding curricular determinant.” In her study of courses of 
study she concludes that we are “hardly curriculum conscious” in 
the small high school. She states that in the 239 rural high schools 
studied “only 12 percent had the curriculum in mechanical form to 
be studied by students, teachers, or parents. ’ ’ The implication appears 
to be that the textbook used largely determines the content and or- 
ganization of the course of study in the subjects taught in the rural 
high school. Among other studies supporting the latter statement is 
the Report of the Survey Staff in the Virginia Survey, which states: 
‘ ‘ On the other hand, the ancient history work, as observed, was register- 
ing no worthwhile values; the science work was unapplied to the 
problems of life; and the language work was formal and stilted” 
(16:179). Practically all these conclusions are directly supported 
or implied in the results of the present study. 

Some salient problems of the rural secondary curriculum which 
need careful study may be set forth in concluding this chapter. 

First, in view of the various limitations of the rural secondary 
school and in accord with a sound educational philosophy of second- 
ary education like that implied in the ‘Cardinal Principles’ or other 
adequate modem statements of the aims and purposes of secondary 
education, what is the primary and what is the secondary responsi- 
bility of the rural secondary school? At present college preparation 
is undoubtedly observed in practice as the primary responsibility. 
In view of the character of the rural secondary-school population 
in school and particularly in view of the potential school population, 
is this practice defensible? Also, should the primary responsibility 
of the rural secondary school be to help the great mass of rural 



152 


TBE STATUS OF BUBAL EDUCATION 


children to make the best possible individual and social adjustments 
to the common practical and cultural needs of modem life? If an 
affirmative answer to the last question is the correct interpretation 
of the rural secondary school, what should be the content of its basic 
or ‘constant curriculum '? Furthermore, if the provision for the 
differentiated needs of important pupil groups, especially vocational, 
is the secondary responsibility of the rural high schools, should the 
college-preparatory group be regarded as one of the special groups, 
and its special needs, as with other special groups, be met so far as 
the school facilities permit, only after the school has adequately ful- 
filled its primary responsibility? 

Second, there is a group of problems which may be embodied in 
one question, as they are needed for rural high schools, what provision 
can be made for developing and revising in a scientific manner ob- 
jectives and curricula, and courses of study in the various subjects, 
including their adaptation to regional and local needs? 

Large urban centers are able to carry on programs of curriculum 
development and revision providing the necessary expert assistance. 
They have been able to analyze local needs and provide for them 
through curricula. Rural secondary schools, with the exception of 
vocational agriculture and more rarely of home economics, have either 
had no definite courses of study or else have had only state syllabi in 
which, from the very nature of the case, no local or regional adapta- 
tions are provided. In rural secondary schools there is neither the 
personnel nor the means for carrying out a continuing program of 
scientific curriculum-building suited to discovering and making the 
desirable local and regional adaptations. What organization of state, 
regional, and local educational institutions and personnel can be ef- 
fected for providing rural secondary schools with modern curricula 
and courses of study? 

Third, what are the material and social (including institutional) 
educational resources of rural environments that can and should be 
utilized in providing for rural youth the most effective and worth- 
while curricular materials and exercises? Can these be discovered by 
the analysis of certain type localities and regions? 

Fourth, what must be the range and variety of curricular elements 
in the rural secondary-school curriculum to provide adequately for 
the developmental needs of adolescent youth, the desirable common 
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social adjustments, the desirable exploratory experiences, and the 
desirable vocational information, training, and appreciation f Since 
in many rural schools the number of pupils enrolled is insuffident 
to make local provision for special vocational preferences either prac- 
ticable or effective, how shall these special curricular needs be met in 
rural secondary schools? Also, what are the educational needs of 
rural boys and girls not in attendance in rural high schools and of 
adults in rural communities for whom educational opportunities should 
be afforded by the rural high school? What type of curricula are 
needed to supply these needs and what should be the content of these 
curricula? 

Fifth, administrative routine presents the final problem: What 
is the applicability of ‘new plans’ of curriculum organization and 
method to the rural secondary school, especially as regards their 
values in making possible more varied and richer curriculum offerings 
in the smaller schools without increasing the size of teaching staff? 
Within the scope of this problem there is need of careful study of 
such methods of individualized instruction as the Dalton plan and 
the ‘imit’ plan. 
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Mabel Carney 
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The term rural teachers as employed in this chapter relates to the 
teachers of farm-dwelling children. Included here are 153,300 teach- 
ers in one-room schools, 47,000 in two-teacher schools, and 100,000 
in consolidated schools, making an approximate total of 300,000. 
These 300,000 rural teachers constituted nearly half of the 642,712 
elementary teachers in the United States in 1928 and occupied 36 
percent of the 831,934 total teaching positions recorded for the same 
year. Of the entire group, the 200,000 working in one- and two- 
teacher schools and responsible for the instruction of over five million 
country children will be held particularly in mind throughout this 
discussion. 

Contrary to impression, one-teacher schools, which represent the 
problem of rural teacher training at its worst, are not only numerous 
still, but also widely distributed. Only six states have fewer than 
five hundred schools each of this type, while six other states — Illinois, 
Iowa, Pennsylvania, New York, Missouri, and Kansas — ^have over 
seven thousand each, and twenty-one states have over three thousand 
each. Regionally the great majority of one-teacher schools are in the 
Mid- West, while most two-teacher schools are in the South. 

I. The Present Status of Rural Teachers 

No comprehensive study of the general status of rural teachers has 
yet been made. Information on this subject is, therefore, restricted 
to various state surveys and special studies made recently and to per- 
sonal judgments collected from well-informed persons in the different 
state departments of education as hereinafter described. 
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1. Present Status as Revealed by State Surveys 
and Special Studies 

Data presented here have been selected from studies conducted in 
eleven widely distributed states during the last seven years, or since 
1923. For comparative purposes these eleven states have been classi- 
fid both by regions and by the unit of school organization employed : 
(1) Midwestern states (and also New York) under district organiza- 
tion; namely, Wisconsin, Missouri, and North Dakota; (2) Western 
states, Texas, and California, under the semi-county unit; and (3) 
Southern states under the county unit ; namely, Alabama, Arkansas, 
Florida, Maryland, and North Carolina. 

a. In New York and Mid-Western States under District Organiza- 
tion, — Teacher training being a state function, those states with the 
least centralized control have the greatest diflSculty in raising quali- 
fications. This makes the problem of rural-teacher improvement par- 
ticularly difficult in the Wid-West and also in New York where the 
district unit of organization is employed. 

The Rural School Survey of New York State published in 1923, 
in which Professor W. C. Bagley was responsible for the study of 
teaching personnel, gives the most vivid and comprehensive portrayal 
of the typical rural teacher ever drawn. According to this picture 
(4: 96)^ the median rural teacher of New York at this time was a 
young woman between twenty-three and twenty-four years of age 
who had been teaching three or four years. She came from a farm 
family and had completed a four-year high school, taking the teacher- 
training course in the last year. Her salary was $800 to $850 for a 
term of nine months. By 1929, however. New York, according to rec- 
ords in the State Department of Education, had increased standards 
until the average rural teacher was a high-school graduate with one 
year of advanced preparation, four years’ experience, and a salary of 
$1,250 to $1,300. 

Wisconsin, Missouri, and North Dakota, all under district or- 
ganization, represent the present status in the Midwest with fair 
accuracy. In Wisconsin, in 1926, 6.5 percent of the teachers in one- 
room schools had had two or more years of professional preparation, 
and 85 percent were high-school graduates with one year of training 

* Figures in parentheses conjoined with citations from the literature refer by 
number and page to the bibliography at the end of this chapter. 
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acquired chiefly in the county normal schools; but 7 percent had 
finished the high school only and 2 percent less than the high school 
(2:1621). In Missouri, the recent state survey (1929) shows most 
of the 8500 rural teachers of the state to be four-year high-school 
graduates with a little professional training embodied in the high- 
school curriculum. In North Dakota, according to the study by W. E. 
Peak (14), only 1.6 percent of the rural teachers of the state are less 
than high-school graduates, while 30 percent have had one or two 
years of normal-school training. 

6. In Western States under the Semi-County Unit. — Texas with 
a state survey in 1925 and California from a special study by Margaret 
Elizabeth Siggins in 1927 furnish good illustrations of rural-teacher 
status in western states under semi-county administration. The typical 
one-room rural-school teacher in Texas in 1925 was a young woman 
between twenty-two and twenty-three years of age with 34 months, or 
approximately four yeai^, of high-school education and a median of 
1.7 months, or one summer term, of professional training. She came 
from a farm home, remained only one year in the same school, and re- 
ceived a median rural salary of $608 (20:151ff.). 

Elementary teachers in California are now supposed to have had 
three years of training beyond the high school, but nearly 70 percent 
of the 1652 one-room rural teachers of the state fail to meet this stand- 
ard, while 21 percent are not high-school graduates, and 7 percent 
have had no schooling beyond the elementary grades. The average 
preparation of rural teachers, as shown by 30 percent of the total 
number, is high-school graduation with one or two years of normal- 
school training (8). 

c. In Southern States Under the County Unit, — In the South, 
the extensive use of the county unit, when combined with aggressive 
leadership by state departments of education, has contributed greatly 
to higher qualifications for rural teachers, notably in Alabama, Mary- 
land, and North Carolina, though Arkansas and Florida show much 
lower status. In Florida 60 percent of all schools are of the one-, two-, 
and three-teacher type, and many of the rural teachers have completed 
only the seven elementary grades (18), while Arkansas in 1923 had 
only common-school graduates in 22 percent of the rural schools (19). 

In Alabama, the State Department of Education has made careful 
studies of teacher status, one of which, conducted in a typical county, 
reveals the median rural teacher as follows (1 : 136) : 
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She is unmarried, 23 years of age; possesses less than two years 
of education above high-school level; has had 3.8 years of teaching 
experience, but is new to her teaching job this school session, and 
teaches seven different subjects, hearing daily sixteen recitations, each 
twenty minutes in length. She walks daily over a sand-clay road to 
and from school a total distance of $.6 miles. She pays $21.11 a month 
for board and room where she has a roommate. She receives a salary 
of $85.50 a month for 7.44 months in the year, which amounts to 
$636.12 per annum, or $1.74 a day, calculated on a 365-day year. When 
her annual board bill is paid, her net income is $1.04 per day for the year. 

Of all states, however. North Carolina and Maryland furnish the 
most striking illustrations of rapid improvement in the preparation 
of teachers. In the former, the average training of white teachers in 
1922-23 was only one year of college, whereas in 1929-30 the average 
was two and three-fourths years. Even at this, the training of city 
white teachers is on the average slightly more than a year above that 
for rural white teachers. In Maryland, only 54 percent of all white 
elementary teachers were normal-school graduates or the equivalent 
in 1923, but 93.3 percent had attained this rank in 1929-30. Of the 
white teachers in one-teacher schools, 89 percent were normal-school 
graduates in 1929, their average salary being $1,118 and their median 
experience three years. 

2. Status as Revealed by Personal Inquiry of State 
Departments of Education 

To gather some idea of trends in this field, the writer addressed a 
brief inquiry in June, 1930, to one or more well-informed persons in 
each state department of education. This letter requested scientific 
data, when available, or when not, personal estimates regarding: (a) 
the scholarship and training, (b) the present average salary, (c) the 
tenure, and (d) the surplus, of rural teachers. The replies, received 
from all states, were in some cases supported by accurate data, but 
represented only personal opinion in other cases. 

o. Scholarship and Training. Only two states, Arkansas and 
Florida, admit that the general average scholarship for rural teachers 
is below high-school graduation. Two other states, Georgia and Mis- 
souri, reply that high-school graduation is their average level, but aU 
the others claim that the average teacher in one-room rural schools 
under their jurisdiction is more advanced professionally than a high- 
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school graduate. Fourteen states; namely, Colorado, Illinois, Iowa, 
Kansas, Kentucky, Nebraska, New Mexico, North Dakota, Oklahoma, 
South Carolina, South Dakota, Tennessee, Vermont, and West Vir- 
ginia, report their typical rural teacher as a four-year high-school 
graduate with some additional training — ^usually six to twelve weeks, 
but not so much as a full year. Seventeen states, on the other hand, 
stipulated high-school graduation and one full year of additional 
training as their most universal standard. These are Alabama, In- 
diana, Louisiana, Michigan, Minnesota, Mississippi, Montana, New 
Hampshire, New Jersey, New York, Ohio, Pennsylvania, Rhode Island, 
Texas, Virginia, Wisconsin, and Wyoming. Above these come the 
thirteen remaining states where the majority of teachers in one-teacher 
rural schools, as in other elementary schools, are four-year high-school 
graduates with two full years of professional training. This list in- 
cludes Arizona, California, Connecticut, Delaware, Idaho, Maine, 
Maryland, Massachusetts, Nevada, Ohio, Rhode Island, Utah, and 
Washington. 

b. Salaries. In the matter of annual salary for teachers in one- 
teacher schools, three states, Arkansas, Georgia, and North Carolina, 
reply that the actual or estimated figure for this item falls below $500. 
Fifteen states place it from $500 to $750 ; seventeen states, from $750 
to $1,000 ; and thirteen, above $1,000. The highest salaries indicated 
are $1,485 in Arizona and $1,385 in California, while the lowest is 
$392 in Georgia. All states show recent increases in salary, except 
Indiana, Missouri, New Mexico, Oklahoma, Washington, and West 
Virginia, where there have been slight decreases. Except for Dela- 
ware, where the median salary of this type increased over $300 dur- 
ing the last five years, there has been little change in most of the 
states, indicating that the national median for one-teacher schools is 
still not far above $761, as computed by W. H. Gaumnitz (9 : 41) for 
1924-25. 

c. Tenure. This question, asking how long the average rural 
teacher remains in country schools, was not satisfactorily answered. 
Eleven states had no information on the subject; others could offer 
only loose estimates. Of 37 state representatives responding, 7 put 
the average tenure of rural teachers in their state as two years ; 18 say 
three years; 4, four years; and 8, five years. This indication of 
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three years as the usual tenure of rural teachers is verified by most 
surveys and other studies touching this subject. 

d. Surplus and Its Effects Upon Rural Schools, Five states failed 
to answer this question. Of the 43 replying, 35 report a surplus of 
elementary-school teachers, while 8 states : namely, California, Idaho, 
Maine, Maryland, Michigan, Ehode Island, Vermont, and Wyoming, 
declare they have no oversupply in this field (though California has a 
surplus of high-school teachers). Maryland and Rhode Island are 
apparently the only states which have adopted the commendable prac- 
tice of preventing a surplus by requiring two years of preparation 
and then restricting enrollment in their teacher-training institutions. 
All states but three, Iowa, Missouri, and West Virginia, report that 
the present surplus has benefited rural schools by making better quali- 
fied teachers available for their service. The present surplus seems 
greatest and most inimical to rural schools in Missouri and Iowa, 
where the recent farm depression has been marked and where large 
numbers of high-school graduates are being turned out every year and 
allowed to compete for one-teacher schools under rather lax certificate 
requirements. Prom the data, it is quite clear that there is no surplus 
of fully trained teachers for the United States as a whole. The sur- 
plus existing to-day is largely a surplus of half-prepared or unpre- 
pared teachers which could be immediately relie\^ed by increasing 
standards. 

6. Median Rural Teacher of the United States, Summarizing the 
foregoing estimates and such other data as are available, it appears 
that the typical one-room rural teacher of the United States to-day 
(1930) is a young woman about twenty-three years of age, of native 
American stock, and of farm or small-town background. Her prepara- 
tion includes four years of high-school education with apparently 12 
to 18 weeks of professional training secured frequently in summer ses- 
sions or in the graduate year of high-school training classes. She 
teaches from 20 to 25 children through the eight grades of the ele- 
mentary curriculum for a school term of 7.8 months, and remains 
only one or two years in the same school. Her median annual salary 
is $761, and her total service in rural schools averages about three 
years, after which she is married or transfers to grade teaching or 
continues her education, usually in a state teachers’ college.* 

*The foregoing discussion relates wholly to white teachers. Unfortunately, 
the status of Negro rural teachers, involving the most deplorable situation in the 
whole field of teacher training, must be entirely omitted here for lack of space. 
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II. The Specialized Prepabation of Rubaij Teachers 
1. Historical Statement 

The oldest system of formal teacher training in the United States 
is associated with the preparation of rural teachers. This refers to 
normal training in high schools, which was established in New York 
in 1834, five years prior to the founding of the first American normal 
school. Though gradually disappearing, this system is still employed 
in 19 states ; 1,491 such departments were maintained in 1928-29, en- 
rolling 21,308 students and certificating 12,584 (10). Notwithstand- 
ing its present disfavor, the secondary system of teacher training has 
given rural schools more teachers, at least partially prepared, than 
has any other agency, and was first in initiating two notable contribu- 
tions to the general field of teacher training ; namely, graded practice 
and professionalized subject matter. A similar system, teacher train- 
ing in the county normal schools of Wisconsin, was authorized in 1899 
and is still in operation. 

Rural teacher training in state normal schools was initiated at 
Kalamazoo, Michigan, in 1901 through the far-sighted vision of J. B. 
Waldo and under the able leadership of Ernest Burnham, father of 
the movement, who for twenty-six years has faithfully served and 
glorified the same position. Alfred Bayliss, former state superintend- 
ent of Illinois, moved next in establishing a rural department with 
a rural training school at Macomb in 1906 under the direction of 
Caroline Grote and Mabel Carney. Then came the influential activi- 
ties at Kirksville, Missouri, in 1907-1908 under Marie Turney Harvey, 
Harold W. Poght, and Leslie B. Sipple, all inspired by President John 
R. Kirk. Following this, other centers developed widely over the 
country, including especially the work at Cheney, Washington, by 
N. D. Showalter and Margaret Curran; that at Parmville, Virginia, 
by Fannie W. Dunn; at Rock Hill, South Carolina, by Hetty S. 
Browne and W. K. Tate ; and at Normal, Illinois, under the presi- 
dency of David Felmley in 1911. From this date forward, stimu- 
lated by the Roosevelt Commission on Country Life, the movement 
has developed steadily until it now involves 85 percent of all public 
normal schools and teachers’ colleges in the country. 
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2. Present Practice in the Specialization of Eural Training in 
Normal Schools and Teachers^ Colleges 

а. The Situation in 1926-27. In 1926-27, William McKinley Eoh- 
inson (16) of Kalamazoo, Michigan, then in the United States Bureau 
of Education, found 152 normal schools and teachers’ colleges, 83 
percent of the entire number, offering courses in rural education or 
otherwise differentiating their work for prospective rural teachers. 
Of these 152 institutions, 115, or 62 percent of the entire number, em- 
ployed special rural instructors ; 84 provided rural-school practice ; 75 
offered special rural curricula one, two, or three years in length ; and 
76 others offered special rural courses, including rural sociology, rural- 
school management, and rural-school methods, in the order named. 

In the same year (1927), R. L. Bunting and Verne McGuffey (7 : 
716-727) investigated nine specific phases of what normal schools 
and teachers’ colleges were doing for the preparation of rural teachers 
under the following heads: 

1. The classification of a distinct rural group of students. 

2. The offering of distinct curricula for rural teachers. 

3. Special practice teaching for the rural group of students. 

4. Rural life clubs among students preparing for rural work. 

5. Extension service to rural teachers and communities. 

б. Rural teacher-placement. 

7. Special equipment for the rural-service department. 

8 . Budgets for rural teacher training and other rural work. 

9. The number of instructors devoting time to rural interests. 

Replies from 149 institutions showed that 85 percent were par- 
ticipating in one or more of these nine phases. Twenty-nine institu- 
tions, chiefly in the Mid-West, were sharing in all nine aspects and 
rendering relatively six times as much service to rural schools as simi- 
lar institutions not committed to the theory of rural specialization ; 60 
had a distinct group of students preparing to teach in rural schools ; 
113 offered differentiated rural curricula from one year to four years 
in length ; 54 were maintaining 350 one- and two-teacher rural prac- 
tice schools, and 41 institutions reported the use of 80 consolidated 
or village schools for practice purposes ; 45 rural clubs were reported 
with a total membership of 3,885 students ; 91 of the 149 institutions 
were engaged in one or more rural extension activities ; 50 reported 
placement activity for rural graduates; 44 provided separate offices 
for their rural staffs ; 28 furnished departmental rural budgets ; and 
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103 institutions employed 424 rural-education specialists, an average? 
of 4 such instructors per school. 

6. The Situation in 1929-30, During the year 1929-30| the writer 
undertook to classify all state normal schools and teachers’ colleges 
in the United States on a basis of rural service. This effort was 
based on a study of catalogs, questionnaire inquiries, personal corre- 
spondence, and visiting. Prom this analysis a descriptive classifica- 
tion of eight groupings resulted, and the numerical distribution of 
institutions indicated in the following list was made: 

CLASSIFICATION OF STATE NORMAL SCHOOLS AND 
TEACHERS’ COLLEGES ON A BASIS OF RURAL SERVICE 

For the Academic Year 1930-31 (Exclusive of Summer Sessions) 
Made from a Study of Catalogs, Questionnaire Inquiries, and 
Personal Correspondence and Visiting 

(174 Institutions included; no private, Negro, and urban t3rpes) 

I. Institutions which offer special courses in the rural field, provide 
some special practice in typical rural schools, employ one or more designated 
rural instructors, and enroll a group of students preparing specifically for 
rural school teaching in one-teacher, two-teacher, or consolidated schools. 

Sixty-seven institutions are included in this list. These, together with 
the five described later under Group II, constitute the 72 public normal 
schools and teachers colleges doing most for rural education in the United 
States.* 

II. Institutions which make all the provisions just listed, but in which 
all the students enrolled, rather than a special rural group, take the rural 
instruction offered. 

Five schools constitute this unique group; namely, those of Connecti- 
cut at Danbury, New Britain, New Haven, and Willimantic, and the 
normal school at Salisbury, Maryland. Practically all graduates of these 
institutions do their first teaching in rural schools. 

III. Institutions which make all the provisions previously listed un- 
der I except those for special rural practice. 

Eleven schools are included in this group, which, with the 72 just listed 
under I and II, make a total of 83 institutions employing special rural 
instructors. 

IV. Institutions which offer one or more special rural courses hut em- 
ploy no designated rural instructor; that is, institutions in which the rural 

*The names of the institutions grouped under each of these headings must 
unfortunately be omitted for lack of space, but a complete Hst, including a di- 
rectory of the names and addresses of idl special rural instructors employ^, may 
be obtained upon request by addressing the writer of the chapter at Teachers 
College, Columbia University, New York City. 
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courses are taught by staff members whose major interest is in some other 
field. This group may he further divided into two subgroups: (a) Those 
which provide special rural practice in typical rural schools and (b) Those 
which do not provide special rural practice. 

This group as a whole includes 28 institutions, 5 of which have rural 
training schools. 

V. Institutions offering no special rural courses of any kind hut main- 
taining one or more rural practice schools. 

Seven are included here. 

VI. Institutions maintaining neither courses nor practice schools spe- 
cialized for rural-school needs hut conducting some occasional rural activi- 
ties, as holding rural-school conferences, fostering Rural Life Clubs, and 
so forth. 

Four institutions answer this description. 

VII. Institutions making no definite provision whatever for rural 
education in any specialized sense. 

This group includes 48 schools some of which are highly urbanized, 
but the majority of which have large rural constituencies. 

VIII. Institutions which make no specialized rural provision in either 
courses or practice teaching but which declare their environment to he so 
rural that all their instruction has to be, and is, adapted to rural-school needs. 

Four institutions made this report; namely, Areata, California; Hat- 
tiesburg, Mississippi; Billings, Montana; and Castleton, Vermont. 

c. Outstanding Institutions, The three foremost institutions of 
the United States in rural-teacher training are those at Kalamazoo 
and Ypsilanti, Michigan, and at Cedar Falls, Iowa. These lead not 
only in number of rural students and instructors but also in length 
of service, curricula offered, number of rural training schools, and 
other respects. Normal, Illinois; Winona, Minnesota; Aberdeen, 
South Dakota; Kutztown and Shippensburg, Pennsylvania; and 
Parmville, Virginia, rank well also ; while Salisbury, Maryland, seems 
to be conducting the best and most plentiful rural-school practice in 
the United States. Connecticut, Illinois, Kentucky, Michigan, Minne- 
sota, Missouri, Nebraska, North Dakota, Oklahoma, Pennsylvania, and 
Wisconsin provide specialized rural training in all, or practically all, 
of their teachers’ colleges; and New York and California after long 
indifference have recently established new and vigorous departments 
in several of their normal schools. 

3. Current Demand and New Trends 
The current need for trained teachers is in rural schools. As pre- 
viously shown, 35 states report a surplus of teachers but not of fuU/y 



TEE TEEEAEATION OF TEACEEE8 


166 


trained teachers and not in rural schools. In Alabama (1), for ex- 
ample, 1,158 rural teachers were needed last year but only 207 city 
teachers. Notwithstanding this situation, many training institutions 
persist in preparing an oversupply of grade teachers, and take little 
thought of rural needs. Earl N. Rhodes, to cite a single instance, 
found in a study of graduates covering data for five years that Blooms- 
burg, Pennsylvania, had been training twice as many primary teach- 
ers, three times as many intermediate teachers, and four times as many 
junior-high-school teachers as were needed, but only one-fourth as 
many teachers for rural schools as could have been used. 

Because of this shortage of grade openings, graduates of teachers’ 
colleges are going increasingly into rural schools for their initial ex- 
perience. Placement records are inadequately kept by most institu- 
tions, but in New York State (12), rural and semi-rural districts used 
64 percent of all new teachers in 1926-27. In Connecticut, the State 
Department reports 40 percent of all normal-school graduates going 
first into strictly rural schools in 1929, while a similar tendency can 
be detected even in the less-urbanized Mid-West. This drift toward 
rural-school placement is in turn causing a trend in some sections for 
having all graduates partially prepared for rural schools. These new 
developments, together with the desirability of giving all Amei*ican 
teachers a more adequate understanding of our complete national life, 
urban and rural, agricultural and industrial, constitute strong argu- 
ment against too much differentiation in the preparation of teachers 
for rural schools. 

III. Problems and Major Issues Involved 
No activity in the whole realm of teacher training raises so many 
controversial issues as the question of preparing teachers for one- and 
two-teacher rural schools. Chief among these questions are the fol- 
lowing : 

(1) Is specialized training needed for rural teaching? 

(2) If so, what amount and type of differentiation is desirable during 
pre-service preparation in (a) courses, (b) practice teaching, and (c) 
social and educational leadership? 

(3) What follow-up and extension activities are desirable on the part 
of state teacher-training institutions for the benefit of their rural graduates? 

(4) What type of organization (departmental or non-departmental- 
ized) best promotes the adequate pre-service and in-service preparation of 
rural teachers, and what special staff is required for this purpose? 
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(5) Do candidates specifically prepared for rural schools actually 
locate in them and, if so, how long do they remain? 

(6) Is the practice of limited certification for one-teacher and semi- 
graded rural schools a wise state policy even when on the same level as 
certification for urban elementary schools? 

(7) Why do normal schools and teachers' colleges fail to make ade- 
quate provision for the preparation of rural teachers? 

(8) Why are trained teachers; that is, two-year normal-school gradu- 
ates, not attracted to rural schools, and how may their interest be enlisted? 

(9) What is the function and program of the state in this whole mat- 
ter of procuring effective and well-prepared teachers for the children of 
farm areas? 

Realizing that the answers to these questions are mostly matters of 
opinion, the writer submitted them to total or sampling groups of (a) 
presidents of normal schools and teachers' colleges, (b) directors of 
rural education in state teacher-training institutions, and (c) county 
superintendents. Jury judgments of this type were received from 76 
presidents representing thirty-eight states, from 66 directors repre- 
senting twenty-nine states, and from 100 county superintendents rep- 
resenting twenty-two states. These replies will be quoted from time 
to time throughout the following discussion, particularly when more 
objective data are lacking. 

1. Need of Specialized Training for Rural Teaching 

Present practice on the part of teacher-training institutions has 
been shown to indicate rather universal belief in specialized prepara- 
tion for rural teachers. So, too, do the jury judgments received. All 
the rural directors, all but five of the normal-school presidents, and 
all but two of the county superintendents affirm this belief, further 
evidence of which is to be found in the recommendations of the various 
recent state surveys, particularly in those of 'Virginia (13:273) and 
Texas (20:247). Again in 1927, Robinson (17:485) interrogated 
29 leading American educators on this point and found 21 of them 
to favor partial differentiation. 

The chief reasons for partial differentiation in rural teacher-train- 
ing, according to the jury judgments collected for this chapter, are 
to be found : 

a. In the physical, social, and economic differences of country and 
city life. 

b. In the different experiences of rural and urban children. 
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c. In the different organization, handicaps and opportunities of rural 
schools involving greater responsibility and demands upon the rural teacher 

(11:58 ff.). 

d. In the general retardation and neglect of rural schools. 

The vote upon these points was practically unanimous among all 
three groups, with some negative attitude toward the validity of Item d 
as a reason. 

In support of the specialization just indicated, it is generally 
maintained by students of the subject that differentiation in teacher 
training should vary inversely in proportion to the difficulties and 
differences of the prospective field of location, and also in proportion 
to the general education, experience, and maturity of those being 
trained, as well as to length of the period of preparation and shortages 
in social background. From this it follows that there is more reason 
for partial differentiation in the preparation of rural teachers than 
in special provision for any other group, 

2. Amount and Type of Differentiation Desirable in 
the Preparation of Rural Teachers 

The amount of differentiated rural instruction, as proposed in the 
questionnaire submitted, will vary somewhat in different situations, 
but should include at least : 

a. One course in nature study and agriculture, or elementary science, 
to explain the physical environment of country life. The agriculture pre- 
sented here is to stress the appreciation aspects of farming, not the voca- 
tional. 

b. A course in rural sociology and economics (or rural-life problems) 
to explain the social and economic aspects of rural living. The chief pur- 
poses of this course will be to develop appreciation and to define the func- 
tion and relationships of the teacher and the school in rural society. 

c. A third course in rural education (various titles are used) to con- 
sider the necessary adaptations of the educative process to rural-school 
conditions and the farm child's experience. This course should begin with 
an introductory survey of the significance, conditions, and needs of rural 
schools throughout both the nation and the local state; then include a 
study of desirable adaptations in curriculum, technique and method, or- 
ganization and management, community relations, and some phases of rural- 
school administration and supervision. 

d. Some special practice teaching in typical rural schools under good 
supervision. 
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e. Membership in a Rural Life Club during the period of training. 
This experience will afford training in social and educational leadership 
but should not mean exclusion from other student organizations. 

The vote on these proposals was again highly affirmative from all 
three groups, with almost complete approval (five votes lacking) of 
the course in rural sociology. All the rural instructors and 97 percent 
of the county superintendents favor a special course in rural education, 
but 5 of 66 presidents see no necessity for such an offering. Nature 
study and agriculture are questioned by only 15 votes in a total of 
212, and then chiefly because of the term, nature study {elementary 
science is preferred). All the answers but 2 from presidents and 6 
from county superintendents advocate practice teaching in rural 
schools; and all but 2 rural instructors, 10 presidents, and 9 county 
superintendents out of 64, 54, and 79 voting, respectively, endorse 
membership in a Rural Life Club as a means of leadership training. 

This general attitude on the part of those replying is again in 
harmony with the practice of normal schools and teachers’ colleges 
offering specialized rural courses in this field. It has also been fur- 
ther and widely supported by discussions and addresses from national 
leaders in education for the last twenty-five years (3: 16). 

3. Follow-Up and Extension Activities for Rural Graduates 

Rural-school teachers, representing the lowest standards of the 
profession, have always been closely associated with the idea of in- 
service training. It is therefore not surprising to find all rural in- 
structors, 64 presidents, and 92 county superintendents endorsing the 
statement on extension service. The 8 presidents and 3 county super- 
intendents replying negatively seem to think supervision of every type 
the legitimate function of the state and county office of education. 

The type of extension work approved is indicated by the purposes 
stated in the question; namely, to evaluate and assist graduates in 
the field, to inform the rural staff, and to stimulate the general de- 
velopment of rural-school and country-life improvement throughout 
the territory of the teachers’ college in cooperation with the division 
of extension teaching (5). 
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4. Type of Organization Most Effective in Promoting 
Specialized Training for Rural Teachers 

This question as to the best internal organization within the teach- 
ers’ college for the specialized preparation of rural teachers is the 
most debated issue in the whole field of rural-teacher training to-day. 
That some specialized treatment of the professional curriculum for 
the various types of public-school teachers is desirable, is now gen- 
erally accepted by most the administrators of teachers’ colleges and 
others concerned. The points at which such specialization should 
occur for rural-school teaching, and the content and character of the 
courses necessary in its realization are also fairly well agreed upon. 
There is definite disagreement, however, as to the best organization 
for providing this specialized treatment, and more particularly as 
to whether it is possible or desirable to predetermine or attract pros- 
pective teachers to the rural field far enough in advance to permit 
specialization in their preparation. Two opposing camps have thus 
developed lately, even among those whole-heartedly devoted to the 
rural school and desirous of giving it the best possible advantage. 
The first group stoutly maintains that rural teaching with all its 
handicaps can be and should be made to appeal to young people in 
our teacher-training institutions, and that under these circumstances 
the best organization may be realized through a coordinated but dis- 
tinct department or division of rural education enrolling a partially 
differentiated group of students who have definitely chosen to pre- 
pare for rural-school service. The second group, for reasons pre- 
sented later, believes such departmentalization and election of rural 
teaching to be impossible or at least inadequate and unwise under 
present conditions. Members of this group would have the special- 
ized rural courses that are outlined in this discussion required of all 
elementary candidates in the teachers’ college, both rural and urban. 

This difference of opinion regarding departmental organization for 
rural work is clearly reflected in replies to the following statements 
set up on this point : 

a. A recognized department of rural education within the teachers’ 
college, distinct but properly coordinated with other departments or interests, 
is the best organization for providing the differentiation desirable in rural- 
teacher training. 

b. The staff of a rural-education department should consist as a mini- 
mum of at least two specialists giving full time to rural-education courses 
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and activities: One of these is to be known preferably as the Director of 
Rural Education and the other as the Supervisor of Rural Practice. In 
addition to these, rural critic teachers will be essential, and other instructors 
should be added as enrollment grows. 

c. The rural department should have headquarters in a special office 
and be supplied with enough teaching, correspondence, and extension equip- 
ment to insure efficiency. 

d. It should also have a specified departmental budget or some other 
arrangement for funds sufficiently large and definite to meet the demands 
of the various activities for which it is responsible. 

e. A departmental organization for the preparation of rural teachers 
as just outlined is preferable to separate rural normal schools for this 
purpose. 

On the question of departmental organization, 58 rural instructors 
and 80 county superintendents voted favorably ; 6 and 13, respectively, 
voted unfavorably. It is significant here that those most closely asso- 
ciated with young rural teachers, both in their pre-service training 
and initial employment, should hold this view regarding the effective- 
ness of departmental organization. Presidents, on the other hand, 
reflect greater divergence of thought on this matter, with 36 favoring 
and 25 opposing departmentalism, while 3 frankly state that they do 
not know how to vote on the question without further study. Here 
again the vote is significant in that it reflects the deep currents of 
industrialism affecting all American life, and suggests necessary modi- 
fication of former rural practice in terms of this change.* 

The other statements quoted in this connection regarding rural 
staff, office, supplies, and budget received overwhelming confirmation 
from rural instructors and a majority vote on each item from presi- 
dents and county superintendents, thereby indicating a disposition 
to treat the rural department fairly, once the idea of departmental 
organization is accepted. 

The remaining statement regarding the inadvisability of separate 
rural normal schools was vigorously upheld by all groups voting, in- 
dicating the general opposition throughout the profession as a whole 
toward this lingering suggestion of extreme ruralization. 


* Proposals for such modifications have been made by the writer as explained 
more fuUy in Footnote 5. 
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5. Placement and Tenure of Candidates Specifically 
Prepared for Eural Schools 

This matter was not included in the jury-judged statements quoted 
in this discussion since it was realized that those interrogated had little 
current data on the subject. Charles E. Benson (6 : 20) found in 1920, 
however, that 6 percent of all graduates of teachers’ colleges were 
entering rural schools. It is known that this percentage has increased 
strikingly, but present figures are wanting either for all graduates 
or for graduates of rural curricula ; so, too, are figures on the tenure 
of teachers in rural positions. 

The most adequate inquiry thus far conducted in this field is that 
made in 1926 by W. M. Robinson. This study showed (15: 25) that, 
of 1,596 students completing the one-year rural curriculum in thirty- 
three institutions, 1,380 (86.4 percent) planned to enter one- and two- 
teacher rural schools; 80 (5 percent), larger open-country and vil- 
lage schools; 7 (0.4 percent), city schools; and 90 (5.6 percent), 
schools to continue their education. Of 706 students in the same in- 
stitutions completing the two-year rural curriculum, 189 (26.8 per- 
cent) planned to enter one- and two-teacher schools; 470 ( 66.6 per- 
cent), larger open-country, consolidated, and village schools; 11 (1.5 
percent), city schools; and 36 (5.1 percent), schools to continue their 
education. Data collected the same year from graduates who had 
completed the two-year rural curriculum during the five-year period 
ending June, 1926, showed that in a total of 307 teaching years since 
their graduation 49 percent of the time was spent in one-room rural 
schools; 7.5 percent in two-room rural schools; 7.5 percent in three- 
teacher or larger schools of the open country; 13 percent in village 
schools ; and 12 percent in city schools. On the other hand, graduates 
of non-rural two-year curricula who entered rural schools upon gradu- 
ation spent but 35 percent of their total teaching time in one and two- 
teacher schools. Thus, from this one study, at least, it appears that 
graduates of rural curricula do enter rural schools and that they 
give a longer period of service in schools of this type than do gradu- 
ates of non-rural curricula. 

6. Limited Certification for Rural Teachers 

Next to the question of departmentalized organization no question 
of rural-trainjng policy has provoked more controversy than that of 
limited certification, by which is meant awarding to mral-curricnlum 
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graduates certificates good only in rural schools. The Chairmen of 
this Yearbook Committee opposes this practice on the ground that it 
will cause students to avoid the rural field. In this he has support 
from others, including almost exactly half the presidents, half the 
rural instructors, and half the county superintendents responding to 
this inquiry. On no other question was the vote so evenly divided or 
the comments so interesting. However, it is well to call attention to 
the view, held by some in the ‘limited’ camp, that it is not the cer- 
tificate, limited or otherwise, which deters young people from rural 
schools to-day, but rather the basic social, economic, and educational 
conditions behind the certificate as indicated under Subdivision 8. 
Let the state and the profession set the necessary machinery in motion 
to remove these handicaps, and teaching in the rural school would 
then become so attractive that limited certification would be positively 
necessary to prevent a stampede to its doors. 

7. Why Normal Schools and Teachers’ Colleges Are not Making 
Adequate Provision for Training Rural Teachers 

The replies to this question in the jury-judged statements are most 
revealing, in that each group finds the chief cause of neglect lying 
outside its own jurisdiction and control. Forty rural instructors 
and 30 county superintendents see the hostile attitude of adminis- 
trators and other faculty members as a chief cause, for example; 
whereas only 12 of the presidents view the situation in this way. The 
cause receiving the highest vote from all groups contributing is lack 
of real demand for specialized rural training on the part of both stu- 
dents and public. Little is said, however, of the responsibility of 
teachers’ colleges and other state institutions of higher learning for 
creating demand rather than merely following it. 

Other reasons, listed in a descending order of mention, were: lack 
of funds or funds diverted to other purposes ; lack of state leadership 
and program ; competition from county normals and high-school train- 
ing classes ; low certification requirements permitting untrained candi- 
dates to enter the field; the pressure of university standardizing 
agencies which emphasize academic courses in the teachers’ college 
and divert attention from the practical type of course needed for 
rural teachers; lack of practice facilities; lack of well-trained rural 
instructors; and the advent of consolidation, which, it is believed, 
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will make special rural training unnecessary. Five institutions be- 
lieve they are doing all that is possible or necessary now. 

8. Why Trained Teachers Are Not Attracted to Rural Schools 

‘^Low salary’’ heads the long list of ready reasons under this in- 
quiry, and when it is recalled that the median salary (9 : 36) for rural 
elementary teachers is $761 a year as contrasted with the urban ele- 
mentary median of $1,129, the validity of this vote is apparent. Next 
in order comes social isolation, scoring almost as high as salary ; then 
poor living conditions; lack of professional recognition and encour- 
agement; unfavorable working conditions, including janitor work, 
old buildings, and lack of teaching equipment; complexity and de- 
mands of the rural-teaching task; lack of sympathetic supervision 
during the initial stages of teaching; failure of rural instructors and 
others to present the attractive side of rural teaching ; short and un- 
certain tenure; lack of specialized preparation; and contact with 
urban-minded faculty. 

Notwithstanding the deterring effects of these various factors, the 
great majority of those replying — all but 5 of the rural instructors, 
three-fourths of the presidents, and 75 out of 85 county superintend- 
ents — believe that good students can be attracted into rural training 
courses even now, if only superior rural instructors are employed and 
the president and faculty lend their support. 

These convictions are supported by the study by Robinson (15:21) 
previously mentioned, in which 75 percent of the experienced rural 
graduates in reply to the question, “Would you choose the rural cur- 
riculum again if you were entering the normal school?” replied in 
the affirmative. 

9. Function of the State in Procuring Well-Prepared 
Teachers for Rural Schools 

The theses submitted for consideration under this head were these 
three : 

a. We shall ultimately solve the whole rural-school problem, baffling 
as it has proved, and have a well-prepared teacher in every American class- 
room, rural as well as urban. 

b. In realizing this goal for farm children, it will first be necessary 
to institute broadly conceived state programs (a) for the reorganization 
of rural schools; that is, consolidation and larger unit; (b) for teacher 
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training; and (c) for the general improvement of country life, especially 
in its economic aspects. 

c. The present surplus of teachers affords an unprecedented oppor- 
tunity for correcting this whole situation and should be widely used by 
states and training institutions to this end. 

The expressions of faith brought forth by the first of these state- 
ments were heartening indeed. Only two of 59 presidents, seven of 
61 rural instructors, and eight of 82 county superintendents had any 
doubt as to the ultimate solution of the rural-school problem. On 
Item 6 the vote was entirely unanimous, indicative of the almost com- 
plete unanimity with which teacher training is now regarded as a 
state function. On Item c an overwhelming percentage of all three 
groups voted in the affirmative. 

IV. Summary 

1. The need for trained teachers to-day is in rural schools. Else- 
where there is a surplus of teachers. 

2. Because of this surplus and the demand of cities for profes- 
sional experience before employment, graduates of teachers^ colleges 
are going increasingly into one-teacher, two-teacher, and consolidated 
schools. 

3. This development, together with the accepted practice of differ- 
entiating professional curricula and preparing candidates for specific 
fields of teaching, has resulted in an increased interest in rural prepara- 
tion among the executives of teachers’ colleges and has fostered a con- 
viction on the part of some that all candidates in training should have 
at least partial preparation for rural work. 

4. The attitude expressed here is noticeably prevalent in indus- 
trialized areas, particularly in some of the New England and Middle 
Atlantic states, where urban influence predominates. But in the agri- 
cultural regions, more particularly in the Mid- West, where rural life 
is less affected by city influence, rural teaching ranks with other phases 
of the profession on a basis of free choice. Here, and in general 
throughout the South also, it is still the practice to differentiate train- 
ing for those intending to enter rural schools and to organize separate 
departments of rural education similar to other major groupings in 
the teachers’ college. 

6. In all parts of the country, both agricultural and industrial, 
to judge from the replies received in this inquiry, there is a growing 
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conviction that the American rural heritage, as best exemplified to- 
day in typical farm life, contains elements of essential educational 
value which should be rightly understood, appreciated, and transferred 
to succeeding generations. To insure this understanding, some policy- 
makers in teacher training advocate an orientation course in Modern 
American Civilization which will explain the recent industrialization of 
American society and its effects upon both farm and city life, and 
would have this course pursued by all students in the teachers^ colleges. 

6. The majority of teacher-training institutions in the United 
States (83 percent) differentiate some of the instruction provided for 
prospective rural teachers, basing their special offerings upon the 
distinctive conditions and problems of rural living and learning. Spe- 
cial courses are usually given in rural sociology and economics, nature 
study and agriculture, and various phases of rural education. Special 
rural practice in one-teacher, two-teacher, and consolidated schools is 
also provided, and rural students’ clubs are commonly fostered as a 
means of leadership training. 

7. At least two specialists in the rural-school field, one known 
generally as the Director of Rural Education and the other as the 
Supervisor of Rural Practice, are usually employed to have charge 
of rural-education activities in the normal school or teachers’ college. 

8. The preparation of public-school teachers is now commonly re- 
garded as a state function and the educational forces of most states 
are attempting to unite in working out a comprehensive program for 
teacher training with due emphasis upon the needs of rural schools. 
In this, the larger economic and social needs of country life are also 
being simultaneously attacked, in so far as possible, because of their 
controlling influence upon all phases of rural education and social 
work.® 

9. From the data collected for this study, it is evident that, not- 
withstanding much progress in recent years, the preparation of rural 
teachers is still the most neglected, extensive, and challenging prob- 
lem in the whole field of teacher training; a problem, furthermore, 

“An additional chapter, presenting constructive proposals and techniques for 
the training of rural teachers in terms of the conditions presented in this chapter 
and with the present industrialization of rural life especially in mind, has had 
to be omitted from this Yearbook for lack of space. Individuals interested in 
this phase of the subject may procure a copy of this section by addressing the 
writer at Teachers College, Columbia University, New York City. 
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that involved not only the basic welfare of rural life but much that 
has thus far been deemed important and essential in our whole na- 
tional character and stability. 
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CHAPTER Vn 

THE SUPERVISION OP RURAL SCHOOLS 

Norman Frost, M. S. Pittman, and Helen Hat Heyl 

The contributors to this chapter present their material in three 
sections: I, The Development of Rural-School Supervision; II, The 
Supervisory Personnel in Rural Schools; and III, An Evaluation of 
Rural-School Supervision. 


SECTION I 

THE DEVELOPMENT OF RUEAL-SCHOOL SUPERVISION 


Norman Frost 
Professor of Rural Education 

George Peabody College for Teachers, Nashville, Tennessee 


Supervision, as a distinct function, is almost entirely a develop- 
ment of this century; thus, before 1900 the ‘supervisor^ and ‘su- 
perintendent^ were used as synonymous terms (1).^ The attempt to 
provide supervisory assistance for country teachers has taken two 
distinct lines, with many compromises and confusions between them. 
First, there has been an attempt to reduce the work of the adminis- 
trative officer, so that he may have more time for aiding teachers. 
The variety of schemes tried have included reducing the size of the 
administrative unit, providing office and clerical help, employing 
assistant superintendents, and increasing the supervisory work of 
the school principal with a corresponding reduction of his teaching 
load. 

All these schemes are being tried in rural schools. The admin- 
istrative unit of limited size is the predominant feature in New Eng- 
land, New York, and to some extent in West Virginia. The super- 
intendency of the independent district having a population of less 
than twenty-five hundred accomplishes much the same result. Per- 
missive legislation for the employment of office and clerical assistance 
has been passed in most states. .Assistant superintendents are em- 
ployed in Louisiana, Ohio, Pennsylvania, and Illinois. The prin- 

* Numbers in parentheses refer by number and page to the bibliography at 
the end of this chapter. 
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cipalship in rural areas has grown in importance with the spread of 
the consolidated school. The ‘affiliated* system of Minnesota is an inter- 
esting variant of this trend, and at Rock Hill, South Carolina, a con- 
solidated high school has employed a supervising principal who has 
general and supervisory duties in all the elementary schools that 
send pupils to the high school. 

The combination of administrative and supervisory duties involved 
in this plan has the obvious advantage of making local educational 
leadership available to small areas. Its weakness seems to lie in the 
broad demands made upon these officials, and the insistent and time- 
consuming nature of their routine administrative duties (9:90f.). 

2. The second form of supervisory assistance provided for rural 
teachers is the employment of supervisors somewhat protected from 
administrative demands. This attempt takes several different forms: 
the state supervisors of rural schools; district supervisors working 
in cooperation with state departments of education and teachers* col- 
leges, as in Missouri and Oklahoma ; helping teachers ; and special or 
general county supervisors. 

Supervision of this sort has the advantage of rendering a special- 
ized service to teachers. Its chief difficulties seem to lie in the neces- 
sity of readjusting local school units wherever the county unit is not 
already established, and in the fact that, since the supervisory posi- 
tions are new to the school system, they are likely to be discontinued 
whenever financial difficulties arise. 

These two lines of supervisory effort have resulted in two types 
of supervisory aid: first, staff members of state departments of 
education assigned to rural schools ; and second, regional supervisors 
working in areas larger than the county but smaller than the state. 
In 1916, there were 46 state officials assigned to supervise rural schools ; 
in 1922, there were 118 ; in 1928, the number had grown to 172. The 
number of states employing these officials for the same dates was 26, 
33, and 38. Mrs. Cook (3) states that the “tendency is to emphasize 
the ‘professional* leadership and instructional supervisory phases of 
the work of state rural school officers.** Regional supervisors are 
sometimes employed by teacher-training institutions, with or without 
help from state departments of education in paying their salaries. 
No study of the extent of such work has been found. 

3. The third form of rural supervision is secured by the appoint- 
ment of a county superintendent of schools. The work of these officials 
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is largely administrative, but many of them do render extremely 
effective supervisory service to their teachers. These oflScers and their 
duties will be discussed in greater detail in the section dealing with 
administration. 

4. The fourth type is characterized by the county supervisor of 
schools. Cole (2) prepared a table showing the number of rural super- 
visors of instruction employed in the various states. This begins with 
four supervisors employed in Connecticut in 1903, and goes through 
the school year 1928-29, when 817 such supervisors were employed 
in 29 states. 

5. The district superintendent or supervisor represents the fifth 
attempt at supervision. Within this classification are included the 
superintendents of townships or groups of townships in New Eng- 
land, the supervisors of schools in judicial districts in West Virginia, 
and the superintendents of the ‘independent’ districts so prevalent 
in most of the states. The superintendents of the independent dis- 
tricts of less than twenty-five hundred population probably constitute 
a large and important element in the supervision of country schools. 
No report has been found giving comprehensive data concerning them. 

6. The sixth type of supervision is exercised by the principals of 
country schools. Gaumnitz (4) gives the number of principals and 
supervisors in the rural schools in 1926 as 14,347. This includes only 
those devoting half or more of their time to such work. The number 
of supervisors employed in rural schools that year is given by Cole (2) 
as 280. Subtraction gives 13,067 as that number of rural principals 
devoting half or more of their time to their duties as principals — ^this 
includes the high-school principals. Data have not been found to 
show whether or not this number is increasing; in view of tbe con- 
tinued consolidation of small rural schools, it seems likely that it is. 
At any rate, this group of principals performs a large share of 
rural-school supervision 

Some comparison of the supervisory situation in town and country 
schools may not be amiss. According to figures given by Gaumnitz 
(4), for each supervisor or principal in country schools there are 33.1 
teachers, 16.1 schools, and 907 pupils. For each city-school super- 
visor or principal, there are 16.1 teachers, 1.2 schools, and 558 pupils. 
Great as the progress in providing supervision for country teachers 
has been, the situation is stiU far less satisfactory than in urban 
schools. 
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SECTION II 

THE SHPERVISOKY PERSONNEL IN RURAL SCHOOLS 


M. S. Pittman 

Director of Training, Michigan State Normal College 
Ypsilanti, Michigan 

A questionnaire which was devised for the purpose of obtaining 
information regarding the professional equipment of the rural super- 
visory personnel was sent to all the states, and replies of some sort 
were received from all. The data, however, were so incomplete from 
25 states that they have been omitted. From the information gathered 
from the twenty-three remaining Table I has been compiled. Analysis 
reveals that there were 1,731 county superintendents, including the 
5 district superintendents of the state of Nevada, the 208 district 
superintendents in the state of New York, and the 36 district super- 
intendents of Vermont. Of this number, definite information was 
given as to the qualifications of 1,487 : 112 hold master’s degrees, 438 
hold bachelor’s degrees, and 937 have less academic preparation than 
that indicated by these academic degrees. 

The reports indicate that 16 of the 23 states have supervisors of 
rural schools, and the best available data on the qualifications of the 
supervisors were reported. There were 592 supervisors employed, 
including the 26 supervisors in the state of Connecticut where the 
unit of supervision is not absolutely comparable to that in the other 
states. Of these 592, 90 hold master’s degrees, 169 hold bachelor’s 
degrees, and 311 have less than the bachelor’s degree; data were 
not secured for 22. 

Data were received from 15 of the 23 states indicating the quali- 
fications of the supervisory ofiBcials (superintendent or principal) of 
rural consolidated schools. In these 15 states there were 3,199 such 
ofiScials. Of the 3,199, data were secured for 1,893. Of these, 182 
hold master’s degrees, 1,530 hold bachelor’s degrees, and 181 have 
less formal education than an academic degree represents. 

A comparison between the qualifications of these supervisory offi- 
cials in the three leading non-county unit states with the four leading 
county-unit states reveals interesting implications with reference to 
the effect of the character of the unit of school control. 

California, Wisconsin, and Pennsylvania, with a total of 342 super- 
visors, were compared with Maryland, North Carolina, Alabama, and 
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Total |l,731 I 112 1 438 | 937 | 592 | 90 | 169 | 311 [3,199 | 182 11,530 j 181 

(a) Not guita eompanbla to other atatea. (b) Not r^iorted. (c) None, (d) Not available. 
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Lotusiana, with a total of 154 supervisors. Of the 342 supervisors in 
California, Wisconsin, and Pennsylvania, 20, or 5.8 percent, hold mas- 
ter's degrees; 69, or 20.2 percent, hold bachelor’s degrees; while 253, 
or 74 percent, have less schooling than an academic degree represents. 
Of the 154 supervisors in Maryland, North Carolina, Alabama, and 
Louisiana, 45, or 22.7 percent, hold master’s degrees; 75, or 48.6 per- 
cent, hold bachelor’s degrees; while only 34, or 28.7 percent, have 
less training than is indicated by an academic degree. 

SECTION III 

AN EVALUATION OF BUBAL-SCHOOL SUPEBVISION 


Helen Hay Heyl 
Bural Education Bureau 
State Education Department, Albany, N. Y. 


In the past few years, about a dozen studies have attempted di- 
rectly to evaluate rural-school supervision. Several other studies on 
elementary supervision in general have included groups of rural- 
school children and their teachers. All save one study, that made by 
Morgan (8) in Kansas, have shown that rural supervision results in 
valuable gains to children in the mastery of knowledge and skills over 
the amounts gained by children whose teachers are unsupervised. 
These gains vary from 6.9 percent of superiority of the supervised 
group in one and two-teacher schools over the control group in the 
same type of school, as found by Sherwood (12: 8) in Indiana (with 
14.3 percent gain for all types of schools measured during the j&rst 
year of this experiment, and 30 percent gained during the second year) 
to the 94 percent of superiority found in Pittman’s earlier study 
(11 ; 78ff.) and the 126 percent greater progress of the supervised group 
in consolidated schools of North Carolina over the unsupervised group 
as reported by Southall (13:31). 

1. The Effect of Experts 

It should be noted that with the exception of Misner’s study in 
Washington (7), Morgan’s in Kansas (8), and a few others, these 
studies have been carried on as special experiments by expert super- 
visors usually working with experts in state or college departments 
of education. Frequently, too, such experiments have been inaugu- 
rated with the avowed hope of demonstrating the value of supervision. 
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and have been carried on under very favorable conditions, especially 
in matters of finance, supervisoiy load, supplies, clerical assistance, 
ofiSce equipment for the supervisors, and the like. It is well that this 
should be so from the point of view of setting standards, but it may 
be questioned whether or not equal results may be expected of the 
average supervisor working under ordinary handicaps, 

2. What Does the Average Supervisor Accomplish? 

Morgan (8) attempted to answer this question in his study of 
supervision in Johnson County, E^ansas, in 1926. His problem was : 
What is the effect of supervision in rural schools when it is carried on 
as an everyday job of supervisors such as are commonly employed 
in cities? 

The study involved 4 elementary schools in the Shawnee Rural High 
School territory, which included 14 elementary schools and about 50 teach- 
ers. Four other elementary schools were studied as a control group, one 
inside the high-school territory and three outside. 

In studying the two groups of schools the equivalent groups method 
was used. Factors equated were enrollment; mental ability of pupils; 
their social and economic status; the training, experience, and success of 
their teachers as rated by the county superintendent. About 275 pupils were 
studied in each group. The plan followed was to study the effectiveness 
of supervision by the progress which pupils made in mastering the tool 
subjects: reading, arithmetic, and spelling. As a check, both groups were 
tested, also, in history and literature to see if the same differences existed 
in the content subjects as in the tool subjects. Mr. Morgan was the super- 
visor in charge. 

The total gains made by the experimental group over the control 
group was 14.8 percent ; but Morgan found that the actual difference 
in achievement was very slight, if any. This is shown in Table II, where 


Tablb II. — Differences in Achievement of the Experimental and Control 

Groups (From Morgan) 



Experimental 

Group 

Control 

Group 

Heading 

107.8 


Arithmetic computation 

96.6 

81.1* 

Arithmetic reasoning 

97.6 


Spelling 

84.8 

66.7 

History and literature 

37.9 

38.9 


’"In arithmetic comiiutation the control group was above standard in all grades 
save one at the beginning of the study. The chance for gain was therefore smali. 
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it will also be seen readily that the only important difference in gain 
is in spelling. An interesting factor here is that the improvement of 
spelling received special emphasis in the supervisory program. 

Throughout his study, Morgan attributes the small gains to the 
fact that the grade was well above standard norms in the initial test. 
This raises the question, whether or not a measurement of gain in a 
tool subject is a sound measure of the efficiency of supervision. Would 
a comparison between the intelligence of pupils and their actual 
achievement be a sounder basis for comparison of the effects of super- 
vision?* In any event, Morgan's conclusions are significant. He says : 

1. Supervision increased the achievement of pupils in the tool subjects 
only to a slight degree. 

2. Focusing on a single problem brings a high return, as in the case of 
spelling where scores were doubled in several grades. 

3. New plans introduced by the supervisor upset the old and caused some 
confusion which may have invalidated the results to an extent during 
the first year of the study. 

4. The teaching ability may have varied more greatly than could be 
determined. 

5. Supervisory methods may need modification or enrichment. 

6. It is the opinion of the investigator that he placed too much stress on 
testing and not enough on how to teach. 

7. He believes that the problem of reclassification may lead to better 
results later. 

8. For more exact measures, the study should be continued for several years. 

A similar study was reported by Misner (7) in 1927, from Stevens 
County, Washington. Misner found the average rate of progress in 
the experimental group in the tool subjects to be 1.38, while the control 
group progressed at the average rate of 1.29. The superiority of 
the experimental group was thus .09, a rather negligible difference. 

Misner's problem dealt with the Union High School, of which he was 
supervising principal, and four district schools, feeders to the high school. 
Seven rural schools acted as the control group. Opposition to supervision 
caused the plan to be modified, but in general the following principles 
were carried out. 

1. Supervision was not limited to any subject to the neglect of all others. 

2. The teacher, rather than the supervisor, chose the problem to be taken 
up first 

3. The work with teachers and pupils was individualized. 

* Suggested by Warren W. Coxe and tested in the South Glens Falls School 
System, New York State. 
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4. Regular visits were made to each school, but the supervisor was also 
subject to call. 

5. The high-school needs were always met before the rural-school needs 
were met. 

Visits were made on an average of one to each teacher every two or 
three weeks. They varied from forty-five minutes to an entire morning in 
length. The Otis Classification and the Stanford Achievement tests were 
given on the first and last visits. These were corrected by the supervisor 
and studied with the teacher on the second visit to ascertain : school weak- 
nesses, pupil weaknesses, and needed kinds of remedial work. Pupils 
shared in solving each problem undertaken. Three were studied in detail. 
These were: (i) how to study, which included an investigation of gen- 
eral factors that were demonstrated through geography and history study; 
(2) how to gain proficiency in silent reading; and (3) how to gain pro- 
ficiency in arithmetic operations. 

Misner used the equivalent-groups method, pairing 53 pupils in each 
group. The schools were equated in community environment, experience 
of teachers, and type of school. The total number of pupils tested was 222, 
from which the 53 pairs were selected. After 134 to 144 days of super- 
vision, the two groups were again measured and the gain for each pupil 
determined. 

Although the average gain in rate of progress reported by Misner 
was only .09, as pointed out, it should be added that in amount of 
progress the experimental group averaged 6.976 percent, which is 
equal to 12 days based on a school year of 172 days, and is comparable 
with what Sherwood (12:10) reported for the one and two-teacher 
schools in Indiana during the first year of the Indiana experiment. 
This is a fair amount of gain in these subjects and may be sufficient 
to justify supervision; nevertheless, there are implications in these 
studies which may well cause us to ask, whether, in attempting to 
demonstrate the value of supervision, we are not placing undue em- 
phasis upon gains to be expected in tool subjects to the neglect of more 
valuable phases of education. 

3. Are the Results of Supervision, as Measured, of Lasting Value! 

Another interesting problem arises in connection with the per- 
manence of gains to be expected from supervision. Miss Marshall (6) 
attempted to discover this in 1928 by studying the possible carry-over 
influence of the Indiana experiment. This careful piece of work re- 
veals some discouraging facts. Marshall attempted to answer two 
questions : 
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Was there any carry-over effect from two years of supervision ? First, 
as shown by a comparison of the Johnson County pupils who were under 
supervision with the Whitney County pupils who were not under supervi- 
sion? (Whitney County was a control county during the experiment.) 
Second, as shown by a comparison of the Johnson County pupils who were 
not under supervision with the Johnson County pupils who were. (Forty- 
five children had moved into Johnson County since the experiment closed.) 

The conclusions reached were : (1) The carry-over effect of the two 
years of supervision was not significant in comparison with the progress 
made in Johnson County during two years of supervision. (2) There 
seemed to be less progress in Johnson than in Whitney the same two 
years. (3) Supervised children in Johnson, however, had a signifi- 
cant advantage over the unsupervised children in Johnson County 
except in spelling. 

Whatever criticisms may be made of these smaller studies, there 
are implications in them which should not be ignored, and students 
of rural education may well begin to ask what factors other than pupil 
progress in the fundamental subjects, should be considered in evaluat- 
ing the effects of supervision. 

4. How Can the Experts Be More Expert? 

There are at least six clearly recognized major aims of elementary 
education (10:13), namely, to help every child; 

1. To understand and practice desirable social relationships 

2. To discover and develop his own desirable individual aptitudes 

3. To cultivate the habit of critical thinking 

4. To appreciate and desire worth-while activities. 

5. To gain command of the common integrating knowledge and skills 

6. To develop a sound body and normal mental attitudes 

With six such challenging aims, we make a weak case for super- 
vision when we base claims for its efficacy upon its contributions to 
but a single aim, and this is the narrow field of the fundamentals. 
Terrebonne, of Louisiana, was clearly conscious of this when he at- 
tempted (14) to introduce new items into his program of measure- 
ment and checked physical plant, teaching equipment, administrative 
needs, objectives of supervision, and incidental results of the sui)er- 
visory program. Whatever criticisms may be made of his study, this 
widening of scope is commendable. 
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5. What Other Factors Should Be Included in Studying Supervision! 

In a broad study of the values of supervision many items might 
be included in addition to a scientific survey of achievement. We 
should begin to look more to these unmeasurable factors for some of 
the larger values to be expected from a supervisory service that is 
truly helpful. Child-development programs, character-education 
projects, personality studies, and emphasis upon mental hygiene are 
major topics which begin to appear frequently in progressive super- 
visory programs. These cannot be easily measured, yet no one doubts 
their value as experiments, even though educators are still uncertain 
about many features in such programs. We need studies which 
will clear up these imcertainties as well as studies which measure 
achievement in subject matter. Educational accounting through ob- 
jective measurement should not be neglected in rural education: on 
the contrary, it should be encouraged until a testing program becomes 
an integral part of every supervisor's program; but this part of the 
program should occupy only its fair share of the supervisor’s time, 
as was pointed out by Kibbe (5) in her Wisconsin study, and it should 
be remembered that such accounting measures only a small part of 
the educational product. 

If we turn to the average rural supervisor and ask him how he 
checks the results of his work, we shall perhaps begin to find some 
of the unmeasurable items that ought to be considered in evaluating 
the whole program. Cole, in his excellent study (2) on the status of 
rural supervisors of instruction in the United States, devotes Chapter 
VIII to this important problem. In reply to the question, '‘By what 
means do you measure the value of supervision?” Cole tabulated the 
replies of 400 rural supervisors as follows : 

Percent 


Partially in terms of increased interest of the teachers 6o.o 

By increased interest of the pupils 59*7 

By increased professional ability of teachers S^-S 

By increased community interest in education 47.0 

By means of initial testing at the beginning of the school year fol- 
lowed by testing at the end of the school year and comparison of 

the initial scores with the final scores 45*^ 

By means of educational testing and comparison with age and grade 
norms 36*7 
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Other methods of measurement, recorded in smaller percentages are: 
the attitude of teachers toward professional growth, the use of ob- 
jectives as checks on progress, purposeful pupil activity, increases in 
pupil attendance, the growth of pupils to fit into community life, 
exhibits of work done in schools, better living conditions within com- 
munity, further work of pupils after leaving local school, the attitude 
of teachers towards supervision, and the like. 

In concluding the summary of this topic Cole points out that 

under present working conditions, it is doubtful if rural supervisors 
should be criticized for not using more objective measurements in de- 
termining the value of their supervision. To be scientifically accurate, 
objective testing of supervisory results requires much comparisons^ 
controlling, testing, tabulating and interpretation of results. These 
processes take a great deal of time. After the procedure is all com- 
pleted, we have measured only a small part of the educational product. 
. . . Objective measurement should not be discouraged. . . At the 
same time, subjective measurement is defensible and valuable. Some 
results of supervision perhaps shall never be measured ; they must be 
judged. The obvious difficulty of such subjective measurement lies in 
the danger of overevaluating and the supervisor accepting all the 
credit for the improvement in education within a school or community. 

This statement is followed by an interesting example of what Cole 
conceives to be a good subjective estimate of supervision and he then 
concludes : 

It would seem that such subjective evaluations should have a place 
along with the more objective measurements in supervision. A broad 
view of the results of supervision is to be commended along with a 
detailed analysis of the results. 

We need to have many such evaluations made by skilled experts as 
well as by average supervisors on the job. 

6. In Conclusion 

We have come a long way in supervision since the supervisor's 
duty was defined as the obligation ‘‘to cast a genial atmosphere over 
the classroom;" but we are still a long way from an achieved science 
of supervision. While the scientific movement in education is itself 
young, rural supervision is still younger. We shall do well, there- 
fore, to face frankly the present meager factual basis for our work, 
and to give thoughtful criticism and generous support to all scientific 
beginnings which are so rapidly growing in number, such as efforts 
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to make more objective the evaluation of teachers and teaching, sur- 
veys of supervisory organizations, reports of remedial programs of 
supervision based upon surveys of instruction, factual studies of su- 
pervisory activities. Meanwhile, we shall do well to give due recogni- 
tion to the continued need for subjective evaluations of other unmeas- 
urable, but vastly important, services of supervision. 
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CHAPTER Vm 


PROBLEMS IN THE ORGANIZATION AND ADMINISTRATION 
OP RURAL SCHOOLS 


Thomas L. Bayne, Jr., Julian E. Butterworth, 
M. G. Nelson, and R. E. Jaggers 


From the multitude of problems in this field four have been se- 
lected for consideration. The first two articles deal with the much- 
discussed question of the relative efficiency of small and large schools ; 
the third raises certain fundamental questions regarding types of 
local school units; the fourth presents a critical summary of studies 
in the analysis of the rural-school administrator's work; while the 
fifth shows the status of the organization of state departments for 
rural-school service. Lack of space has, in most cases, made it im- 
possible to mention more than representative studies touching these 
problems. 


SECTION I 

MEASURING THE COMPARATIVE EFFICIENCY OF SMALL AND 
LARGE SCHOOLS 


Thomas L. Bayne, Jr. 
Cornell University, Ithaca, New York 


I. Complexity of the Problem 
Thoughtful students of education realize that many of the gen- 
eralizations which have been made upon the basis of massed data are 
of questionable value because the complexity of the problem in ques- 
tion is often obscured. This is illustrated in the comparisons which 
have been made between the average scores of pupils in small schools 
(ungraded) and the average scores of pupils in large schools (graded). 
Writing on larger school units, Haggerty (18; 210)^ said; 

* Numbers in parentheses conjoined with citations refer by number and page 
to the references listed at the end of this chapter. 
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The consolidated school has been widely recommended as an 
effective means for improving rural education, and in New York State 
as well as elsewhere considerable consolidation has taken place. The 
test results in the survey apparently justify such larger school units. 

Perhaps Dean Haggerty would qualify this statement at the pres- 
ent time, but it still appears to represent the position of many edu- 
cators. Before we can say that this position is sound, we must answer 
at least three qqestions: First, are the achievements of pupils in all 
small, ungraded rural schools inferior to the achievements of pupils 
in the average graded school of larger size? Second, what are some 
of the factors which effect the validity of comparisons between small 
schools and large schools? Third, what are some of the administra- 
tive considerations which must be taken into account along with the 
scores made on standardized tests by pupils in the two types of 
schools? The first two questions will be considered by the present 
writer; the third question will be treated by Dr. Butterworth. No 
doubt there are many other problems involved in this complex issue. 

n. Abe At.!. Large Schools Superior to All Small Schools? 

A recent bulletin by Covert summarizes many of the studies which 
have been made of the educational achievements of one-teacher and 
of larger rural schools. Studies made in Kansas, Kentucky, New York, 
Texas, and Virginia showed (11:19) that the pupils in the larger 
schools did better on the average than pupils in the small schools. It 
does not follow that the pupils in all the small schools in each of these 
states did less well than the pupils in the average large school. 

In this bulletin we discover that in Tulare County, California, the 
RTTian schools did as well as the larger ones in reading, that in Arizona 
there was little difference between educational achievements in some 
small schools and some large ones (11:6), that in Oklahoma similar 
results were obtained (11:7). A study of rural-school instruction 
and supervision in Colorado by Shriber and Hopkins (30) showed for 
the schools included in the investigation that the two-room schools did 
better than the larger schools in the towns. 

III. AwTT.TT nra OP THE PUPILS IN SMALL AND IN LARGE SCHOOLS 
What are some of the factors which effect the validity of compari- 
sons between small schools and large schools? The quality of the 
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pupil material conditions the achievements of the pupils in schools 
of a given type. In a number of studies the overageness and under- 
ageness of the pupils for each grade are used as an indication of the 
brightness of pupils. Most of these studies show that the pupils in 
the smaller schools are more retarded than the pupils in the larger 
schools. It should not be overlooked that data on the retardation of 
pupils are complicated by the differences in standards of promotion 
and in age of entrance. 

Another method of determining the quality of the pupil material 
in the different types of schools has been to use the results of intelli- 
gence tests, mostly of the group form. On this part Haggerty (18 :152) 
says: 

The fundamental item in defining standard levels of advancement 
is an objective statement of the requisite capacity for pursuing the 
educational program of a particular grade, and intelligence tests offer 
probably the most satisfactory means for giving such an objective 
statement. 

In New York State, the pupils in the one-teacher schools scored 
lower on the Haggerty Intelligence Examination, Delta 2, than did 
the pupils in the four-teacher schools. If it is true that this test meas- 
ures the ‘‘requisite capacity for pursuing the educational program,^* 
then the quality of the pupil material in the small schools is not so 
good as in the larger schools, and the lesser achievements of the pupils 
in the small schools in reading, spelling, and arithmetic would be due 
in part to this factor. But it is well to be cautious here since a com- 
parison of the content of a group intelligence test with the content 
of standardized tests in silent reading, word meaning, and arithmetic 
will convince the reader that the group intelligence tests contain much 
material akin to that found in the achievement tests.* 

Kruse (20) compared small schools and large schools and used 
group intelligence test scores as rough measures of the quality of the 
pupil material. The pupils in the smaller schools scored lower on 
the intelligence tests as well as on the tests of achievement. Kruse 
says (20:120): “It would appear from our data that the conclu- 
sions commonly reached regarding the effectiveness of the small school 
as compared with the larger school are not warranted.’^ He also pre- 

*On page 167 of his report, Haggerty discusses intelligence-test scores as 
measures of native endowment. Doubtless he might qualify. his statements at 
the present time. 
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sents some data (pp. 121-127) on the tendency for the small rural 
schools to lose their more capable pupils, especially in the upper grades, 
to the lai^r rural and urban schools. He raises the question (p. 124) : 
“How do those pupils in the larger rural schools, who are resident 
outside of the district in which they are attending school, compare 
with all the pupils in these schools on the one hand, and with the 
pupils of the small rural schools on the other hand?” His answer 
is (p. 126): “The intelligence quotients, which represent the ratio 
of mental age to chronological age, show very close agreement of the 
‘outside of district’ pupils and pupils of large schools, and marked 
superiority of the former to the pupils of the small schools.” Kruse 
cautions the reader that environmental factors may be at work here, 
and also points out (p. 119) that one of the achievement tests, the 
reading test, probably measures very much the same traits as the 
intelligence test used. 

M. J. Van Wagenen, in his comprehensive study of Comparative 
PupU Achievement in Rural, Town and City Schools (35) used an 
intelligence test, as well as a number of achievement tests, in Grades 
VII and VIII, testing approximately twenty-five hundred pupils in 
rural schools having an eight-month term, fifteen hundred in rural 
schools with a nine-month term, and two thousand each in four groups 
of town and small city high schools. The boys and girls in each grade 
were compared separately. Mid-scores (rough average scores) were 
computed within each grade for each group for quarter-year mental- 
age groups. In other words, the intelligence-test scores were taken 
into account in making the comparisons for the achievement-test 
scores. The pupils in the graded schools excelled the pupils in the 
ungraded schools. 

In a study by Wilson and Ashbaugh (36) the boys and girls were 
compared separately. Pupils in the different types of schools were 
paired for the comparison on the basis of intelligence-test scores. The 
pupils in the consolidated schools surpassed the pupils in the rural 
schools, in general, by small but consistent differences in the achieve- 
ment tests. 

In the West Virginia survey reported by Gavins (7) , in the Laurens 
County, South Carolina, survey reported by Frost (15), and in the 
Utah survey (34) somewhat similar methods were used and results 
mmilar to the foregoing were obtained. 
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IV. Length of the School Term as a Dbtdbbinq Factor 

The length of the school term has been a factor which has been 
taken into account in the more recent studies of the educational 
achievements of the small rural schools and the larger schools. Kruse 
(20:59f.) says: 

1. The fifth and seventh grades of schools of six-, seven-, eight- 
and nine-month school years make very near the same achievement 
in reading. 

2. In addition, division, and spelling the increased achievement 
in schools of longer term is appreciable in amount and fairly regular 
with increased length of time. 

3. It appears, from the facts just given, that the schools have in 
these grades little influenced the reading ability of the pupils; but do 
have marked influence on the achievement of pupils in arithmetic and 
spelling. 

4. There is evidence that the pupils in the schools of longer terms 
are more able than the pupils in the schools of short terms. This holds 
for both grades V and VII, but the variation in mental ability is more 
regular in relation to length of year in the seventh grade than in the 
fifth. 

Van Wagenen (35) found that the pupils in the schools having a 
nine-month term made somewhat higher scores on the achievement 
tests than pupils in the schools having an eight-month term. F. P. 
O’Brien (27) found only slight differences between one-teacher schools 
having an eight-month term and similar schools having a seven-month 
term. 

The superiority of the achievements of the pupils in schools hav- 
ing an eight-month or a nine-month term over the achievements of 
pupils in schools having a shorter term may not be due altogether to 
the extra training received. Kruse has suggested that there may be a 
difference in the quality of the pupils between the two groups of schools. 
Van Wagenen attempted to take this into account by making his 
comparisons for the achievement tests in terms of mental age. There 
is a further possibility, namely, that the communities which have 
longer terms are the communities in which there is a greater interest 
in the schools. Where there is greater interest in the schools, there 
is apt to be greater pressure to do good work brought to bear on pupils 
by their parents. 

C. £. Myers (24) used a measure of iixstmctional efiScieney which 
included a number of factors. Using his particular formula, he ar- 
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rived at indices which showed the smaller schools to be superior to 
the larger schools. However, he makes one assumption which has 
considerable influence upon the indices he uses, namely, the assump-. 
tion that the achievement of pupils should be in direct proportion to 
the length of the school term. This assumption is not necessarily 
correct, and his indices are in error to the extent that this assumption 
and others he makes are in error. As a matter of fact, when we take 
Myers’ data and compare the small schools with the large schools, 
using the mean score for a given age group, say eleven years, no 
months to eleven years, eleven months, within a given grade, say the 
sixth grade, we find that the larger schools do about as well as the 
smaller schools. 

V. How Significant Ake the Differences in Achievements! 

Suppose that we accepted the differences between the achievements 
of the pupils in the small schools and of the pupils in the larger 
schools at their face value. How significant are these differences as to 
magnitude ! Who knows ? It is a common practice to state the differ- 
ences in terms of what is called ‘a school year of progress’ in the 
particular subject, say reading. For example, in Table 5 of the 
Texas Educational Survey Eeport (20:70) we find that the median 
score for the fifth-grade pupils in all schools, excluding cities, was 
43.0. The median score for those of the sixth grade was 45.7 ; the 
difference between these two medians is 2.7 and may be thought of 
as constituting a year’s progress in reading. That this difference and 
similar differences are rather small in terms of magnitude of score is 
not surprising when we keep in mind the extent to which the achieve- 
ments of the pupils in one grade overlap the achievements of 
the pupils in an adjacent grade. Such a definition of a year ’s progress 
in a subject may be misleading if the reader infers that it is the differ- 
ence between the scores of the same group of pupils at the beginning 
of the school year and at the end of the school year. It may also be 
misleading if he infers that the test measures everything that the 
pupils have learned in that particular subject. How significant the 
differauces between the achievements of the pupils in the small schools 
and the pupils in the larger schools are it would be difficult to say. 

It would seem in the light of the limitations of the studies which 
have been made of the comparative achievements of small and large 
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schools that sweeping generalizations should not be made, that there 
should be further attempts to control some of the factors which effect 
the validity of such comparisons, that specific problems should be at- 
tacked, and that consideration should be given to administrative 
factors involved in the consolidation of schools. 

YI. Some Problems for Further Research 
There are many problems suggested for further study by what has 
been done in comparing small and large schools. The limitations of 
our measuring instruments and the large number of factors to be 
taken into account present almost insuperable difficulties. Neverthe- 
less, we can undertake such studies and be ready to admit the serious 
limitations of whatever we do. A few of these problems are: (1) a 
study of the entering ages and grade progress of pupils in small and 
in large schools; (2) a study of what becomes of the bright pupils in 
the small schools, in which the pupils would be given the best avail- 
able tests when they enter the first grade and traced in their subse- 
quent progress, to get some light on the question of whether or not 
the large schools tend to attract the abler pupils from the small 
schools; and (3) a study of educational progress in small and in 
large schools. The status of the pupils would be measured at the 
beginning of the school year, throughout the school year, and at the 
end of the school year. It is doubtful if the tests available at the 
present time are comprehensive enough for such a study. In all 
such studies the administrative aspects of the problem must be kept 
clearly in mind. 


SECTION II 

ADMINISTEATIVE FACTORS IN PLANNING A POLICY 
REGARDING SMALL AND LARGE SCHOOLS 

JUUAN E. Butterworth 
Oomell University, Ithaca, New York 


I. The Influence of CoNDiriONiNa Factors 
T he final concern of the educational administrator is, of course, 
the providing of such experience as will stimulate the development 
of those abilities considered significant by society. Various agendes, 
with their many conditioning factors, contribute to the attainment of 
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this end. On the one hand, there is the school; on the other hand, 
there are the home and the community with all those experiences that 
influence the child during his out-of-school life. 

Within the school there are such factors as these which influence 
the educational product to greater or less degree: the length of the 
school term; the scope of the curriculum and its suitability for the 
particular groups involved ; the quality of the instruction as affected 
by the ability, training, experience, compensation, and working con- 
ditions of the teacher ; and the adequacy and suitability of tbe build- 
ing to house the curriculum and its equipment to provide the aids 
useful in its presentation. All these and other conditioning factors 
are in turn influenced by the wealth of the community, the willingness 
of its citizens to pay taxes, and the educational intelligence of the 
citizen body in supporting a progressive school program. The recog- 
nition of the influence of such conditioning factors on the educational 
product is the first step in planning a policy regarding small and 
large schools. 

II. Measuring These Conditioning Factors in Small 
AND Large Schools 

The next step for the thoughtful administrator is to raise the 
question with himself as to whether it is the small or the large school 
that is likely to provide in greater degree the conditioning factors de- 
sired. Investigations of this matter have usually provided a convinc- 
ing answer. Thus, to cite merely one of many studies that have been 
made, Larson (21 : 54) found from a study of schools in 98 of the towns 
in Connecticut that the one-room school was inferior to the consoli- 
dated school in holding power, in the training and experience of the 
teacher, in the net salary paid, and in the school opportunities, and 
the living conditions provided for the teacher. 

Three reservations must, however, be kept in mind. First, not aU 
consolidated schools are superior to all one-room schools in all par- 
ticulars, and such differences as do appear are not uniform in degree. 
Thus, while the median training of one-room teachers in Indiana, in 
1923, represented about 12 weeks beyond tbe high school and that of 
elementary teachers in the city schools more than 36 weeks beyond 
the hi^ school, yet about 8 percent of the one-room teachers had had 
a longer training than the median of city teachers (16 : 278) . Second, 
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most of these conditioning factors are not inherent in a school be- 
cause of its largeness or smallness. While, under ordinary conditions, 
as varied a curriculum cannot he offered in one-room as in larger 
schools, the former may have teachers as well trained, as experienced, 
and as well paid as the latter, and may have a building as well adapted 
to its needs. Third, the educational result depends not only upon the 
facilities available but also upon the energy and the intelligence with 
which they are utilized. 

III. Suggested Beseabches 

A sound policy regarding small and large schools will not, then, 
be developed merely by falling back upon the results of such investi- 
gations as Dr. Ba 3 Tie has analyzed. Conditioning factors — ^many of 
which are of an administrative nature — must be taken into accoimt. 
Progress on this whole question would, therefore, seem to involve such 
investigations and researches as the following: 

1. In a particular territory where the policy is being considered, 
what are the conditioning factors that now operate and what would 
they probably be if the policy were changed ? This calls for a survey 
type of investigation showing details regarding teachers, curricula, 
length of term, buildings, equipment, and the like as they are now, and 
as they may reasonably be expected to be under the proposed pol- 
icy (10). 

2. The possibility of improving the conditioning factors without 
changing the policy regarding small or large schools should be sur- 
veyed. This will call for an investigation regarding such matters as 
the ability and willingness of the small schools to provide needed 
funds, the effect of the present S 3 >stem of state aid on the equalization 
of opportunities regardless of the size or the wealth of the co mm u ni ty, 
the feasibility of transporting the pupils, and the availability of high 
schools. 

3. Experiments should be conducted similar to the one now going 
on under the direction of Dr. Fannie Dunn of Teachers College, Co- 
lumbia University, to see what changes may be made in these condi- 
tioning factors in small schools and with what results. 

4. Educational results in small and large schools should be meas- 
ured. Here the investigator should employ improvements in the 
techniques of collecting and interpreting data such as Dr. Bayne has 
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5. The most significant, as weU as the most diffionlt, type of re- 
search in coimection with this problem is probably that which seeks 
to measure the influence of the more important conditioning factors 
upon the desired type of pupil development. While our efforts in 
this direction seem thus far to have been of value chiefly in showing 
the complexity of the problem and the inadequacy of our techniques, 
we shall probably see considerable progress during the next decade. 

SECTION III 

TYPES OF LOCAL SCHOOL UNITS 

JtfLUN E. BuTTEBWORTH 
Cornell University, Ithaca, New York 


Our American conception of government demands a large delega- 
tion of responsibilities to those administrative units that are close to 
the people. What are these units controlling education in the rural 
areas and how should they be evaluated ? 

I. Existing Types op Local Units in the Bural Areas 
The existing types of local school districts in rural communities 
may be described thus: (1) ‘The common school district’ is a small 
area, limited in wealth and population, maintaining usually a school 
of one teacher and offering usually not more than eight grades of 
work. (2) ‘The consolidated district’ is a combination of smaller 
districts (in which the schools themselves are usually, though not al- 
ways, brought together at one point) to make possible better educa- 
tional offerings. (3) ‘The community district’ is similar to the con- 
solidated district, though in this type emphasis is given to the in- 
clusion of those areas that form a natural community. (4) ‘The 
union high-school district,’ formed under various names in several 
states, is a type of organization under which a number of elementary 
schools, without giving up their organization for elementary educa- 
tion, combine for secondary-school purposes. (5) ‘The township’ (or, 
in New England and New York, ‘the town’) places under the control 
of one board all public schools within the boundaries of that political 
area. (6) ‘The county organization’ is a local unit in which there 
is provided one board of education with practicaly full control of all 
schools within the county except those in the cities and larger villages. 
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(7) The ‘city-county organization’ places under one control all schools 
within the county whether they he in the urban or in the non-urban 
sections of the county. 

II. The Status of These Districts 

The common-school district is found in each state in which the 
town, township, or county is not the local unit for school administra- 
tion. The number of such districts varies from state to state. 

The latest estimates of the Office of Education, those for 1927-28, 
give the total number of consolidated schools as 17,004. Since the 
difference between the consolidated di-strict and the community district 
is the degree to which community factors are emphasized, and since 
these are largely qualitative, there is, at present, no way of dividing 
the figures given between these two types of districts. The union high- 
school district is found not infrequently in states where the common- 
school district prevails. California and Illinois appear to have more 
than most states. The township is the unit of administration for rural 
schools in Indiana, New Jersey, Ohio, Pennsylvania, West Virginia, 
and in some cases in Michigan, Iowa, North Dakota, and South Da- 
kota. The town is the local unit in the New England States. 

It is more difficult to classify the county-unit states because of 
varying conceptions as to what constitutes a ‘ county unit. ’ Monahan 
(23:17), in 1914, listed eighteen states as having this form of or- 
ganization, recognizing, however, that only six had given ‘practically 
the entire management and control’ of the schools to the county boards. 
Cook (9:6), in 1922, classified ten states as having the county as the 
unit of administration. Burris (4:36-48), in 1924, designated six- 
teen items of control that a ‘satisfactory county system’ should pos- 
sess and graded each of eleven states according to these standards. 
The present writer (6:357-361) classified the states using the county 
as an educational unit into four groups. 

Through these various studies of county organization we have had 
impressed upon us that there is not one type of county control but 
several. Scarcely any two states have exactly the same type and 
degree of control, so that more exact definition is the first step in the 
evaluation of the county unit. 

The city-county district is the logical development in the county- 
unit states where the cities, as well as the villages, are included in 
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the school organization of the county. It is found, also, in other than 
the so-called ‘county-unit states.^ Information received from the 
various state departments of education indicate that there are about 
125 such organizations that include a city of 2,500 population or larger. 

III. How Should These Units Be Evaluated? 

A certain school of administrative thought appears to have ac- 
cepted the county or the city-county as the most desirable unit for 
the administration of rural education. Without going into detail, their 
arguments emphasize ease of administration; the centralization of 
responsibility, both lay and professional; the equalization of educa- 
tional burdens ; and the stimulation of educational opportunities which 
such a larger unit makes possible. 

One of the outstanding students in the field of rural education em- 
phasizes another criterion ; namely, the development of social solidarity 
(37 : 560). The present writer (5) has emphasized also certain social 
and psychological factors and has suggested two criteria for the local 
unit, namely, that it should be of such size as will provide the facilities 
required to make a modern school, and that it should be composed of 
such constituent groups that citizens will find it possible, and will be 
encouraged, to work together on their educational problems. 

These social and psychological factors should be carefully eval- 
uated. The suggestion of their importance comes from the concep- 
tion that education cannot in the long run make greater progress than 
the ideals of the citizen body permit and that the sociological make-up 
of the school district is a real factor in the development of these ideals. 

IV. Is There a Best Type op Local Unit? 

In much of our writing there is the implication that, in meeting 
the deficiencies in prevailing local units, one type is to be preferred. 
How sound is this implication ? In answering this question, whatever 
criteria may finally be accepted as most significant in the determination 
of the type of local unit, numerous specific factors must be taken into 
account. Pour of these may be cited: 

1. The ability of the local district to support the desired educa- 
tional program. This is determined partly by the wealth of the com- 
munity, partly by the prevailing standard of educational costs, partly 
by the sums available through the state for purposes of equalizing 
opportunities among the various subdivisions of the state. 
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2. The number of pupils enrolled must be sufficient to provide 
adequate curricula at reasonable cost. Ashbaugh’s recent study of 
small high schools in Ohio (1) indicates that 73.7 percent of all the 
high schools in that state had, in 1927-28, an enrollment of one hun- 
dred or fewer in the four upper grades. This means that unless the 
community is unusually wealthy a varied curriculum for various types 
of students is out of the question. 

3. The stage of the development in cooperation for social ends is 
also likely to be an important consideration in determining the type 
of local unit. The group that is to cooperate effectively for the de- 
velopment of a progressive educational program should be large enough 
to provide the resources needed and varied enough in its composition 
to be stimulating. It should be sufficiently small and homogeneous, 
however, so that genuine cooperation may be developed if it does not 
already exist. 

4. The quality of leadership available in developing an interest in 
educational affairs will be an important factor. Under leader- 
ship of the highest type unfavorable conditions may be overcome. 
Unless there is a fair chance that the available leadership is adequate 
to compass this, it is a question how far the local unit should go be- 
yond existing bounds until that leadership may be changed. 

One study of this problem, that of Smart (31 : 49ff.), suggests that 
a union school district is the most feasible solution for some conditions, 
while an Ohio study (28 ; 43ff.) suggests that a county unit or a city- 
county organization is to be desired for that state. 

V. Needed Researches 

If the preceding analysis is sound, studies dealing with such ques- 
tions as the following are needed. 

1. What type of local unit is desirable in a particular situation! 

The answer to this will call for the setting of tentative standards re- 
garding the number of grades to be desired, the breadth of the curriculum, 
the quality of the instruction, the amount and nature of adult instruction, 
if any, the extension instruction of pupils just beyond school age, if any, and 
the like. It will then be necessary to secure data, for the particular time 
and place, regarding the wealth needed to provide these facilities, the num- 
ber of pupils necessary to justify that type of school and to provide classes 
of economical size. It will call for such objective data as may be secured 
on the social and psychological factors suggested. 

2. The last sentence suggests these imjmrtant problems: How 
significant are these social and psychological factors; how may they 
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be measured; and if they are significant, how far and under what 
conditions may they be developed? 

Such specific questions as the following are involved: How easy is it 
to get actual physical contacts in the territory tentatively proposed as the 
local unit? Are there racial, national, religious, occupational, or business 
groups that would be likely to affect cooperation for educational purposes? 
Is there so much homogeneity because of similarity of occupation, educa- 
tional experience, age groups, and the like that there is a lack of stimulus 
within the group? Questions such as these suggest the need for our se- 
curing the specialized service of the rural sociologist and the social 
psychologist. 

3. As such studies as the preceding are made under all sorts of 
conditions, we may then begin to generalize on such questions as these : 
When each state has developed that type of local unit most suited to 
its needs, will there be one or several types of local units? Within 
any state will there be one or several types? Will effective thinking 
on this whole question be promoted by deciding upon certain types 
of units or by setting up ends that it is desired to attain through the 
local school unit? 

4. Particular attention should be given to an evaluation of the 
city-county organization. 

Existing units of this type should be studied intensively with particular 
reference to such matters as these : a comparison of school facilities offered 
in the rural and the non-rural sections of the district; the voice that each 
section of the county has in the control of school policies; the extent to 
which the curriculum is adapted to the needs of each group; the under- 
standing of the problems of rural life and education evidenced by the pro- 
fessional officers of the district.® 

While all of the foregoing problems have aspects making the use 
of objective data feasible, there are many intangible factors involved. 
This is likely to be more true here than in some other types of re- 
searches, because of the importance of the philosophy of government 
and of education involved. All will doubtless agree, however, that 
these intangible matters should be teased out, scrutinized, and eval- 
uated as best they may. 

• One such study (33) that presents data on a few of these points shows lower 
salaries for teachers, a much lower ^rcentage attending high schools, and fewer 
special promotions of pupils in certain grades in the rural than in the urban sec* 
tions of the county. 
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SECTION IF 

ANALYZING THE WORK OP THE RURAL-SCHOOL ADMINISTRATOR 


M. G. Nelson 
Professor of Education 

New York State College for Teachers, Albany, New York 


I. Statement oe Puepose 

The administrators of a modern business balance accounts and take 
inventories at regular intervals in order to determine the amount of 
profit or loss. Those responsible for the conduct of an efficient busi- 
ness incessantly analyze its activities because continued success de- 
pends upon efficient conduct of the various processes. 

School administrators are not stimulated to do this because their 
board of directors (board of education) demands neither inventory 
nor balance sheet. Being left to themselves, they are apt to do what 
intrudes upon attention at the moment. The result is a trial-and- 
error type of administration which is dependent upon a superintend- 
ent who engages in those procedures he likes and avoids those he 
dislikes. A similar lack of detailed analysis and planning would 
place any business concern in the hands of a receiver. 

To meet this condition definite attempts to measure administrative 
activity have been made in recent years. In city situations much has 
been accomplished by means of the survey, but surveys are less frequent 
in rural units. However, a number of studies have been made of the 
work of the rural superintendent and principal. These studies have 
considered two aspects: (1) the work of the high-school principal, as 
he is called in the East, or superintendent of the village school, as he 
is called in the West, and (2) the work of the county or district 
superintendent. 

These studies are of sufficient interest and value to warrant the 
presentation here of their significant features. 

II. Summaries of Selected Studies 

1. Studies Analyzing the Activities of School Principals or 
Village Superintendents 

Bell’s study (3) classified school systems on the basis of pupil 
enrollment. Prepared forms were sent to 10(X) superintendents who 
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were selected from a total of 1469. Each superintendent was re- 
quested to keep a diary for seven consecutive days. An analysis of 
the 211 usable replies yielded 38 different activities which were then 
classified under these nine major headings: (1) relations with com- 
munity, (2) relations with workers, (3) curriculum, (4) students (in- 
cluding teaching), (5) physical maintenance, (6) finance, (7) clerical, 
(8) professional study, and (9) recreation. 

Belknap (2) studied 150 .superintendents of graded schools which 
had a school census population of not more than 500 pupils and em- 
ployed 6 or more teachers. 

The median superintendent spent four daily periods in teaching, 
two in administration, two in supervision, and two in clerical work. 
Two periods per day were given to athletics during particular seasons, 
two periods to orchestra and dramatics, and two periods to other 
activities. 

In Peelhaver’s study (12) the high schools accredited by the 
University of Nebraska were classified on the basis of pupil enroll- 
ment and the data for 144 of them were derived by using work sheets 
covering seven consecutive days, a blank for seasonal duties, and a 
blank for personal information. The major activities considered were 
instructional load, administrative load, instructional supervision, pro- 
fessional load (institutes, committee work, professional reading) , super- 
vision of study hall, lunch rooms, corridors, and library, clerical load, 
extra-curricular load, community activities, and recreation and out- 
side work. 

Perriss, in his study of the rural high school in New York (13 : 23- 
29), derived his data mainly from the following sources: statistics 
and reports of the State Department of Education, the replies of 405 
principals to a questionnaire, and visitation of over 75 rural high 
schools. The major activities considered were teaching-load, super- 
vision, total, supervision, secondary, supervision, elementary, ofBce 
work, pupil activities, and non-pupil outside activities. 

The requirements set up by Harrold (19) limited his study to 
167 schools and only 58 principals furnished usable answers to his 
questionnaire. Each principal was requested to indicate by a system 
of check marks those activities which he considered ‘most important,’ 
‘most difficult,’ ‘least important,’ and ‘least difficult.’ The frequency 
of performance was measured by requesting the principals to check 
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the frequency with which each activity was performed as *not at all, 
‘yearly/ ‘monthly,’ ‘weekly,’ and ‘daily.’ 

Again by means of the questionnaire McGee (22) sought to ascer- 
tain; the actual time distribution of superintendents and the theo- 
retical time distribution for superintendents as reported by university 
professors. Data were sought from all towns between one thousand 
and two thousand population in the states of Iowa, Nebraska, and 
Colorado ; replies were received from 110 of 245 superintendents. The 
major activities considered were teaching, clerical duties, administra- 
tion, supervision, professional growth and study, and community 
leadership. 

Usable replies to a questionnaire were received by Nanney (25) from 
110 of 250 superintendents and the data were checked by 11 personal 
interviews. Her questionnaire was in the form of a check list which 
contained the following items : check if (1) performed, (2) best learned 
on the job, (3) best learned in school, (4) duty is easy, (5) duty is 
hard, (6) performed daily, (7) performed weekly, (8) performed 
monthly, and (9) performed occasionally. The duties checked were 
classified under the following major headings: administration and 
organization, supervision, clerical and routine, professional growth 
and study, community leadership, teaching, and recreation. 

2. Studies Analyzing the Activities of County Superintendents 
or Comparable Administrators 

The purpose of a study by French (14) was to discover what 
records should be kept. Each of 36 basic activities were analyzed for 
the purpose of determining what record items were needed in order 
to carry on that activity most efficiently. This list was then checked 
by comparison with actual records being kept by district superin- 
tendents and afterward criticised by seven specialists in educational 
administration, 

Gunn (17)* utilized daily records furnished by 50 county super- 
intendents and covering periods ranging from six to twenty-four days 
each. Estimates were made by them of the amount of time given to 
the same activities for one year. In addition, the opinions of 58 ex- 
perts in the field of administration and supervision were secured. 

* An outline of this study was furnished by the librarian of the college. The 
original study could not be secured owing to the fact that Gk^orge Peabody College 
does not loan thesis studies to other institutions. 



210 


TES STATUS OF BUBAL EDUCATION 


The major activities included were : office activities, supervisory activi- 
ties, general professional activities, civic activities, boys’ and girls’ 
clubs, civic clubs and fraternal organizations, travel, and observation 
of class work. The length of the county superintendent’s day was 
found to be 8.64 hours. 

Nelson (26) sought to ascertain the relative importance and diffi- 
culty of thirty-six basic activities, to determine how the district super- 
intendent distributed his time, and to list those influences that deter- 
mined his distribution. The total number of superintendents was 
208; relative difficulty and importance was reported upon by 108; 
and information regarding the distribution of time was supplied by 
116. The data were secured from the state department of education 
and from a questionnaire. The major activities considered were: 
teachers, pupils, and classrooms; communities, parents, and school 
officials; state departments, reports, and clerical-office routine; and 
personal professional improvement. 

The data presented by Soper and Baer (32) were secured by ques- 
tionnaire and by examination of actual records of clerical work per- 
formed during the weeks of February 17 to 23, and November 10 to 16, 
1929. Eighty of the 208 district superintendents of schools in New 
York State furnished information for this study. A wide range was 
reported for time spent on clerical work. 

III. Comments on the Procedures Used and Suggestions 
FOR Future Analyses 
1. The Type of Analysis 

Nine studies analyzed the administrative activities from the point 
of view of time distribution. One study had the activities checked 
for daily, weekly, monthly, and occasional occurrence. Five studies 
reported the activities on the basis of the percentage of time used. 
One employed minutes, another employed periods, and still another 
used both minutes and periods. Five of the studies required the keep- 
ing of some form of record, such as a diary. Seven studies used the 
questionnaire, and four studies used the check list. 

If the investigators had selected similar procedures, the results 
would be more readily comparable and more easily utilized by super- 
intendents or principals generally. The desire to improve upon previ- 
ous studies is quite laudable and should be encouraged ; however, the 
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introduction of new Aetliods should not be made unless substantially 
improved results are probable. 

2. The Number of Cases Used 

Perhaps the most severe criticism that may be made of these studies 
is the relatively small number of cases sometimes used as a basis for 
conclusions. Seldom did the number of cases treated prove to be in 
excess of fifty percent of the total number possible. This criticism is 
rather of the administrators themselves than of the investigators. 
Cooperation of administrators is necessary if improved practices are 
to be developed. 

3. Statistical Treatment 

The statistical methods were not commonly adequate. Probable er- 
rors were seldom computed, and only a few authors seemed to think 
that the problem of adequate sampling needed consideration. If the 
data were too few or unreliable to justify such statistical treatment, 
it would seem that they were not sufficiently reliable to be used as a 
basis for any conclusions. 

4. The Fineness of Measures Used 
There seems to be a tendency for educational investigators gen- 
erally to attempt to measure with too fine a scale, something like meas- 
uring land with a millimeter rule. For example, a certain duty may 
be performed daily and can be so reported, but a request to report the 
time spent on the activity in minutes might yield figures so erroneous 
as to permit no conclusions of value. 

5. The Number of Duties Listed in the Analysis 
The various studies have not dealt with the same classification of 
duties. In general, a classification more naturally used for urban 
studies has been applied. By urban classification is meant dividing 
duties into the major divisions: administration, supervision, clerical, 
teaching, and professional improvement. Difficulty arises from the 
fact tiiat the work of a rural administrator does not naturally divide 
into such units. There is administration in supervision and also in 
clerical routine. Until rural investigators adopt a uniform and di- 
rectly useful terminology their investigations will be handicapped. 
The rural department of the National Education Association might 
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well appoint a committee to suggest a standard classification of major 
administrative activities. 

6. The Number of Phases Considered 

The studies by French and by Soper and Baer are outstanding 
because their authors have not tried to compass everything. They 
have limited their work to one phase, the clerical, and they have 
studied that phase exhaustively. The general, ‘panoramic’ study is 
valuable for envisaging larger items, but when it tries to include all 
the smaller ones, the picture is obscured and confused.® The general 
survey should be made first, then followed by many detailed, analytical 
studies, each dealing with some limited phase of administrative work. 

Probably the greatest service that may be rendered in the field 
of analyzing the work of the rural-school administrator is to establish 
standards which may be accepted as reasonable and just by both 
investigators and the men in the field. When that has been done, per- 
haps the busy principal or superintendent will realize the necessity 
of furnishing assistance to those persons who desire to help him take 
his ‘inventory’ and strike his ‘trial balance.’ When this time arrives, 
no more will the school principal write across a report blank: “My 
status suits me; with 300 pupils and 14 teachers I’ve no time to 
answer this inquiry.” 


SECTION r 

SERVICES RENDERED RURAL SCHOOLS BY STATE 
DEPARTMENTS OF EDUCATION 

R. E. Jaggers 

Supervisor of Rural Elementary Schools 
Frankfort, Kentucky 

What services are rendered rural schools by the state departments 
of education? In order to answer this question the available litera- 
ture was examined and a questionnaire study was made of the present 
status of this service with respect to the organization for rendering 
service, the agencies through which the service is rendered, and the 
specific services rendered. 

•In illustration: one general survey reported upon 127 different items and 
made the statement that 121 additional items were suggested — 248 specific items 
in all. Another study reported on only five major items. Comparisoais between 
two such studies are manifestly impossible. 
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I. OENERAii Staff of State Departments of Education 

Inspection of the published reports shows that the development 
of public education in the different states has been accompanied by 
a corresponding increase in the number of persons employed by the 
states to carry out their respective educational programs. A study 
made by Schrammel (29:49) in 1926 shows that in 1890 there were 
only 129 persons employed in the state departments of education in 
all the states ; in 1905 there were 219 ; in 1925 there were 1890. Per- 
sons engaged in this service were carrying out those educational func- 
tions for which the lesser units were not held responsible. The median 
number of persons employed in each state department of education 
during this period was two in 1890, four in 1905, nineteen in 1915, 
and twenty-three in 1925. Schrammel suggests (29 : 56) that one 
measure of the degree to which a state is able to render service is the 
ratio between the total number of elementary and secondary pupils 
and the number of employes in the state departments of education. 
In 1890 there was one person employed in state departments for every 
98,625 pupils, in 1925 one for every 12,296 pupils. 

II. Emphasis Placed on Rural Education by State 
Departments op Education 

If the number of persons employed is a measure of the relative 
value of a particular type of service rendered by state departments 
of education to the public schools, rural education occupies a high 
rank. Schrammel (29:71) ranked the states according to the num- 
ber of persons employed in each of 25 types of services rendered by 
state departments and found that the rural-school supervisor ranked 
second in the group ; when these 25 types were ranked according to 
the number of states providing each service, rural-school supervision 
ranked 6.5. 

A review of rural supervision in 1928 by Mrs. Cook (8) indicates 
that, in 1916, 26 states employed 46 persons as supervisors, inspectors, 
or agents for rural schools ; 33 states, in 1922, had 118 staff members 
assigned to services in rural schools ; and 38 states, in 1928, assigned 
172 members of their staffs to the rural-school service. Her study 
shows that persons assigned to rural-school services are as well trained 
and receive as much compensation as other members of the staff of the 
departments of education. Schrammel (29:86) found that in 1925 
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the median salary of rural supervisors was slightly more than the 
median salary of the entire staff. The rapid growth in the number of 
persons assigned to rural service and the relatively high standards in 
training and salary provided indicate that the field of rural service 
takes rank equal in dignity and importance with that of other ac- 
tivities of state departments of education. 

III. Organization op State Departments for Rendering 
Service to Rural Schools 

There are two general types of organizations in state departments 
of education which render services to rural schools: first, there is 
the clearly defined rural division of professional service in the de- 
partment of education with rural-school workers closely associated; 
and second, there is the department in which the workers are so or- 
ganized that specialized services are given to all schools by the staff 
members without regard to whether the schools are rural or urban. 

The information from 42 states given in answer to an inquiry 
shows that in 25 states professional service to rural schools is rendered 
through a clearly defined division of rural education, while in 17 
states the workers in the state departments of education are so or- 
ganized that specialized services are rendered to all schools without 
regard to whether they are rural or urban. 

According to the questionnaire reports in 25 states in which there 
is a division of rural education there are 319 persons employed for 
rendering services to rural schools. Of these, 224 devote all their 
time to general or specialized services to rural schools, while 95 
devote only part-time to such services. Of the 17 states which report 
no division of rural education, only 4 employ full-time general super- 
visors ; 5 states provide full-time special supervisors ; 12 states pro- 
vide persons for general part-time services ; and 5 states provide spe- 
cial part-time services- These 17 states assign 184 staff members to 
full-time or part-time services to rural schools. 

Generally, where persons are assigned for full-time to the services 
of rural schools, there is a rather distinct division of rural schools in 
state departments of education, while in departments where only part- 
time services are rendered, there is no such division. In the 25 states 
which report divisions of rural education, there is at least one person 
devoting full-time to rural-school service, while in 17 states reporting 
no such division only 8 report full-time service. 
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New York, Michigan, and California have provided well-organized 
divisions of rural education with a group of closely associated special- 
ists in charge. New York has seven members on the rural education 
staff; Michigan, 9; and California, 7. 

Other states extend service to rural schools under different types 
of organization. New Jersey provides the helping teacher; in Dela- 
ware the state provides local supervisors, while in Nevada five deputies 
render service as supervisors in five supervisory districts. In fact, 
all the states extend some kind of service to rural schools. Each state 
has problems peculiarly its own, and for this reason each must build 
its organization to meet the conditions to be faced. 

IV. Agencies through Which Services Are Rendered 
Rural Schools by State Departments op Education 

An examination of the available studies shows that state depart- 
ments of education are rendering service to rural schools through pro- 
fessional leadership as shown by administrative reforms, higher quali- 
fications of professional personnel, increased appropriations, scientific 
methods of distributing revenues, and through provisions for better 
state aid. In addition to this, the professional character of rural 
schools is being raised; modern methods of administration, super- 
vision, and teaching are being put into operation; problems of ad- 
ministration and teaching are being approached through the survey 
and other scientific agencies ; and the general morale has been raised 
through a high type of trained leaders provided by state departments 
of education. 

Our own study showed that the following agencies were used 
often and in the order of mention by more than half of the states re- 
porting: (1) circular letters, (2) personal visits to local supervisory 
and administrative oflicers, (3) group conferences with local super- 
visory and administrative offileers, and (4) mimeographed outlines. 
More than half of the states use the following agencies occasionally: 
state-wide conventions of local administrative and supervisory officers, 
district and regional conferences of local administrative and super- 
visory officers, county teachers’ conferences and institutes, and cur- 
riculum committees. At some time during the year all the states re- 
porting use the following agencies: personal visits to local officers, 
group conferences with them, state-wide and district conventions, cir- 
cular letters, and mimeographed outlines. 
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States organized witli a division of mral education reported circular 
letters, personal visits to local officers, group conferences and mimeo- 
graphed outlines as most frequently used, while those with no rural 
division reported in order of importance ; personal visits, curriculum 
committees, school and community surveys, teachers’ conferences, and 
institutes. 

V. Types op Local. Problems with Which State Eural 
Professional Workers Deal 

State departments of education were asked to check a list of thirty 
local problems in which aid was frequently given to local administra- 
tive and supervisory officers. Thirty-seven states checked the prob- 
lems. These problems are given here in order of frequency of check- 
ing: school equipment, classroom visits, planning buildings, in ser- 
vice training, professional growth of teachers, consolidation, health 
education, scoring plants, water supply, board-member problems, trans- 
portation, developing leadership, special education, adult education, 
community difficulties, length of term, attendance, methods of teach- 
ing, rating teachers, trustee relations, colored schools, standard tests, 
young teachers, office administration, salary schedule, extra-class ac- 
tivities, office assistance, school accounting, making budgets, and se- 
lecting teachers. 

VI. Summary 

This survey of services rendered by state departments of educa- 
tion indicates, then, (1) that the rural service ranks as high as other 
services rendered by state departments of education; (2) that in 
state departments of education organized with a division of rural 
education a greater number of persons devote time to rural-school 
service than in states which are not so organized; (3) that state de- 
partments of education, in making contact with rural schools, use 
most frequently conferences and visits with local supervisors and 
administrative officers, and circular letters and mimeographed out- 
lines ; (4) that state departments render services most frequently by 
helping local school officials with local problems. 

VII. Further Study Needed Eegarding Services Rendered Rural 
Schools by State Departments op Education 

This brief study of the services rendered rural schools by state 
departments of education raises the major question of what factors 
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operate in determining the efficiency of the organization of state de- 
partments of education. The following four problems grow out of 
this major question. 

1 . TJte Selection and Assignment of the Personnel of State De-, 
partments of Education, What factors should determine the number 
and training of persons assigned to the different divisions of the de- 
partment? What should be the relationship between different divi- 
sions? What should be the ratio of the number of persons employed 
in each type of service to the number of persons affected by that 
service ? 

2. The Place of Rural-Education Service in State Departments 
of Education. Should there be a clearly defined division of rural edu- 
cation with rural-school specialists closely associated? Should the 
department of education so be organized that specialized service may 
be rendered to all schools regardless of whether they are urban or 
rural ? 

3 . Relative Efficiency of Agencies or Methods through Which Ser- 
vices Are Rendered to Rural Schools by State Departments of Educa- 
tion. What are the relative merits of personal visits to local adminis- 
trative officers, mimeographed outlines and instructions, printed 
bulletins, and other devices, as agencies through which services may 
be rendered? 

4 . Factors That Should Determine the Problems around Which 
the State Builds Its Program for Rendering Service to Rural Schools. 
Should the state department build its own program for rendering ser- 
vice to rural schools? What factors should determine the types of 
services included in the state's program? Should the state depart- 
ment hold itself in readiness merely to assist local school officers in 
developing a program locally conceived? What part of the program 
of rural education should originate in the division of rural education? 
What part should originate in the local communities? 
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CHAPTER IX 

FINANCING THE RUEAL SCHOOL 

Henry C. Morrison 
Professor of Education 
University of Chicago, Chicago, Illinois 

As we travel about the country, we see so many examples of 
wretched country schools that we wonder if we have really more than 
scratched the surface with our improvements. We forget that we could 
find the same kind of educational decrepitude in many ornate and 
architecturally commendable buildings in the cities. Nevertheless, 
there are so many positive instances in which superlatively good 
country schools have been set up that we not unnaturally conclude that 
what some school districts have done all school districts could do if 
they would. The question thus raised is the occasion of this paper. 
Is the rural-school problem at bottom a soluble one through our pres- 
ent fiscal and governmental methods? I assert that it is not. 

The stubbornness and persistence of this problem looks rather fate- 
ful; but it is not. We have been collecting school facts for many 
years,^ and, so far as the broad issue within each of the several states 
is concerned, we have facts enough. We can see what the facts are 
and why they are what they are. Meantime, taxationists, rural econ- 
omists, and students in the field of general economics, have been 
producing illuminating material which we cannot ignore. The task 
now before us is to find out the practical bearing of all these facts, 
and then we shall probably have to make up our minds to submit to 
a sort of governmental and fiscal surgical operation. 

I. City and Country in the Same Boat 

As a nation, we have carried free and universal education to a 
point at which we are challenged by the question. Is it possible to 
support any such system as we have set up, either in city or country? 

^Recall particularly the works of Swift, Russell, Works, Updegraff, P. W. 
Morrison, Mort, Gavins, and many others; the studies of the Educational Finance 
Inquiry; many reports of state education offices and state survey commissions; 
and numerous unpublished university investigations. 

221 



222 


TME STATUS OF BUBAL EDUCATION 


The evidence shows that only those communities which are for- 
tunate in economic type can support adequate schools. Further, since 
the district system sometimes commits management of the schools 
to local trustees who in the aggregate outnumber the teachers three 
to one, we can scarcely look for competent management of the school 
money when the taxes have been collected. 

On the other hand, if we turn to the economic structure of the 
nation as a whole or to that of most of the states, and raise the original 
question, without preconceptions as to methods of taxation or forms of 
school government or courses of study, then the clear answer is : It is 
possible to carry an enrollment under free education up to perhaps age 
eighteen, and eventually to age twenty-one, for all children and young 
people, and furthermore the existing enrollment has been one of the 
critical factors in our recent prosperity.® The problem of financing 
rural schools is in that case only a feature of the problem of financing 
all schools, of utilizing our singularly adequate economic structure 
for the support of the school system which is an essential part of that 
structure. The rural problem is before us simply because a rickety 
machine breaks down at its weakest point. The farmer is peculiarly 
the victim of our present system of taxation, and the rural-school dis- 
trict is inherently the weakest point in our district system of school 
government. 

II. Obsolete Taxation 

As a young superintendent of schools in an eastern city, I re- 
ceived a salary of $2,000. I paid a poll tax of $2.33 and that was all. 
In a neighboring farming town lived a young farmer who had taken 
over a farm which was still under good cultivation and which still 
possessed a good set of buildings. The farmer had a net cash income 
of perhaps $600 to $800, disregarding the value of his own labor and 
interest on his invested capital. His tax bill would be about $100, 
for local taxes were light in that town. This comparison is an epitome 
of much of the recent fiscal history of the United States, and it is like- 
wise the heart of one of the two critical factors in the problem of 
supporting rural schools. 

The injustice as between the farmer and myself arose out of the 
principle that the tax laws of that state measured ability to pay taxes 

• I have elaborated this thesis in H 17 recent study. School Bevenm, University 
of Chicago Press, 1930. 
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by the assessed value of property ; the farmer held land, which was 
thought to disclose tax-paying ability, and the school master did not. 
The reader will perhaps remind me that I only thought I was escap- 
ing and that I really paid taxes in the rent which I paid to my land- 
lord and in the prices with which I liquidated my modest household 
expenses. 

Rent was fixed by supply and demand. In the rare and seldom event 
of a boom in a New England seaport, rent would have gone up regardless 
of taxes until new building had steadied the market. In a prolonged period 
of depression, competitors for tenements would have moved away, and 
rents would have gone down regardless of taxes, until the point was reached 
at which some owners would have allowed the city ‘to take the property 
for taxes.* During the boom period, the effect of taxes would have been 
somewhat to slow up new building and thereby somewhat to affect price 
levels. But after all, I did pay rent and the landlord paid his taxes out of 
the rent. So he shifted his taxes to my shoulders? Not so. I paid his 
taxes in no other sense than I paid his provision bill or his life-insurance 
premiums; and in no other sense than the school district paid my poll tax. 

And then there were the grocer to pay, the tailor and the drygoods 
merchant, the electric light company, and more others than it is pleasant 
to recall. All of these paid taxes on the real estate used in business and, 
at least theoretically, on their equipment and stock in trade. They fixed 
prices at enough to cover these taxes and likewise their store rent, clerk 
hire, raw material, labor, fuel, and so on. Otherwise they could not have 
stayed in business. 

But the price levels themselves were fixed by supply and demand. 
Every now and then some trader would have to give up, and thus competi- 
tions would be lessened. Local prices would either go up a little or else 
cease to fall. Taxes had little or nothing to do with the matter. 

But nearly all these traders had profits, the compensation of the 
enterpriser, and these profits paid no taxes whatever, any more than 
my salary paid taxes, unless the traders owned residences, and then 
they paid taxes which were small in proportion to their ability to pay. 

My farmer operated in a local market, but the bulk of the farmers who 
grow the great staple crops, or produce dairy and vegetable crops for the 
uncertain metropolitan markets, receive prices which are fixed beyond their 
capacity to control. They cannot throw off taxes as do the merchants and 
manufacturers. To quote Seligman's trenchant statement:* 

The Western farmer, the price of whose wheat is fixed in Liver- 
pool by the conditions of production in countries thousands of miles 

distant, will not get a whit more for his products if his taxes are doubled. 

He and he alone must bear the burden of the tax. 

• SUfimg and InMence of Taaoation, (Sth ed. revised, 1927), p. 266. 
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What was true of my income held equally for incomes from 
dividends, royalties, interest on moneys loaned that could be hidden 
or removed from the assessors’ knowledge. Thus the great problem 
of the taxation of intangibles. Tyros commonly says ; “If they would 
only make these tax dodgers (meaning holders of the hand of property 
mentioned above) pay up, we should have money enough.” Be that 
as it may, here as elsewhere the farmer gets the bad end of the situa- 
tion and rural-school revenue suffers. In the first place, farming com- 
munities ordinarily have very little income from securities with which 
to help pay taxes which are levied against their land and buildings. 
In the second place, the farmer’s personal property is tangible and 
is discovered. You may conceal property in a municipal bond, but 
you cannot very well hide a cow or a mowing machine. 

Excessive and vicious taxation has gone far to destroy the tax 
base. When we studied the rich and ample land of the Illinois and 
Iowa prairies, we found^ that in numerous instances local taxation 
was appropriating more than 100 percent of the farmer’s net cash 
income and a great deal more than 100 percent of his true net income. 
Still later, the North Carolina Tax Commission® disclosed the same 
phenomenon. Ely has said 

Taxes on lands are steadily and rapidly approximating the annual 
value of farm lands; and in a period varying from state to state, but in 
most of the states in a relatively short period — a period so short that some 
of us may live to see it, if the movement continues unchecked — ^the taxes 
will absorb farm values, the farmer's land will be confiscated by the state 
and our farmers will become virtually tenants of the state. 

The patent injustice of the system bears as truly but much less heavily 
on the city-property owner. The injustice to the farmer is exacerbated 
by the outrageous selfishness and complacency of the city dweller who 
not only refuses to do justice but is continuous in his contemptuous 
reference to the farmer’s chronic desire for government aid. 

III. Income Taxation 

We pay all our taxes out of income. Our ability to pay may be 
measured in a variety of ways, some of them good and some of them 

^Educational Finance Inquiry, 1924; The Financing of Education in Iowa 
and The Financmg of Public Schools in Illinois. 

*Beport of Tax Commission, 1929. 

• Ely, Eichard T. The Tri-State Development Congress Proceedings, Duluth, 
1924. 
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very bad, but however ability is measured, the bill is paid but of in- 
come. Hence, in the last analysis, income itself is fundamentally the 
basis of valid measurement. 

If taking perhaps 12 percent of the net cash income of the farmer who 
has served us in our illustration was a reasonable exaction, then the school- 
master should have paid at least $240 instead of nothing at all, and so in 
proportion with other salary earners, wage-earners and city earners in 
general. If all had really paid, even in simple proportion to ability as meas- 
ured in income, then the burden on the farmer and teacher alike would 
have been much less than the figures cited. 

Time was when the value of property, that is, what it would sell 
for, was a pretty good measure of ability, since nearly all incomes 
were derived from property and mostly from land. The value of 
property was closely related to the income which could be derived 
from it. But the industrial revolution changed all that. A new kind 
of society came into existence in which income was far more in the 
form of wages, salaries, interest, dividends, ro3mlties, and profits than 
in the form of income from property. In recent years the difference 
has been enormously accentuated. Nevertheless, property continues 
to be the fundamental measure, long after it has ceased to be any valid 
measure at all. 

Taxationists are almost unanimously agreed that the use of in- 
dividual and corporate income as the fundamental measure of ability 
is altogether the most scientific basis of taxation and further tliat 
which can be made to comport most accurately with justice and ex- 
pediency. 

Taxation, however, is not only a matter of economics but a matter 
of government as well. No system could honestly and competently be 
operated by untrained local ofiffieials selected on a political basis and 
dependent for reelection on the good will of the people they tax. 
Some of the more progressive states, led by Wisconsin in 1911 , have 
set up state income taxation administered by non-political state offi- 
cers holding their positions by appointment rather than by election. 

Nor will sundry schemes for the discovery of new sources of rev- 
enue in new forms of taxation ever prove a solution. Almost all 
such schemes ere merely new ways of tapping income. They are 
not only apt to tax most heavily those who can least afford to pay, 
but they are a prolific occasion of needless readjustments in busi- 
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n^, with all the misery which even normal and necessary readjust- 
ments cause. 

State income taxation is, then, the first and fundamental step in 
the solution of the problem of rural-sdiool support, and for three 
reasons: First, because elementary justice requires it. It is a mere 
outrage that the American farmer in the aggregate should pay about 
30 percent of his income in taxes when a large proportion of his fellow 
citizens go scot-free, and another large proportion seldom go above 
5 percent or 6 percent of income comparably reckoned. Second, be- 
cause rural schools, quite apart from tax support, require the maxi- 
mum of prosperity and well-being in the farmhouse. The solution 
of the problems of rural economic life is difficult enough at best with- 
out handicapping the farmer at the outset with an impossible tax 
load. Third, because in modem society the bulk of the true taxables is 
in urban communities^ and income taxation alone can reach most of it. 

IV. State Aid 

If we were to utilize the most just and scientific system of taxa- 
tion at present in sight, the local tax revenue in country towns would 
be, for a long time at least, much less than it is now. Here there ap- 
pears the second of the two critical factors in our problem, namely, 
an obsolete form of political and fiscal unit, the school district. 

In the eighteenth century, in Massachusetts, as soon as the Indian 
menace was finally removed, people began to move back from the “center 
town.” Little knots soon formed minor social centers in remote corners 
of the townships. Partly, no doubt, because of the particularist tendencies 
of Congregationalists, but chiefly for geographical reasons pure and simple, 
these centers became self-governing school districts, and they were eventu- 
ally recognized in a series of statutes. In general, they were each em- 
powered and required to levy taxes for the support of the school, to elect 
officers to manage it, and in general each district was constituted a cor- 
poration with power to sue and be sued. Thus appeared a political or- 
ganism which was very much in accord with Anglo-Saxon genius. It was 
admirably adapted to the political limitations of frontier society, and it 
moved westward with the New England migration. 

' For readers who would like to pursue the study of taxation, the following 
list of readings is suggested: Comstock, State Taxation of Personal Income, 
1921; also Taxation in the Modem State, 1929; Luts, PubUo Finance, 1924; 
Plehn, IntroduoUon to Public Finance, (5th. edition), 1926; Seligman, Essays 
in Taxation (IQth edition revised), 1928; and also Shifting and Incidence of 
Taxation (5th edition), 1926. 
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The fateful thing about the frontier district was that it ekaUished 
a pattern of political and fiscal thinking which persisted long after 
the society which had given rise to the organism had disappeared. 
The school district is still with us, a sort of political vermiform ap- 
pendix. Even the great cities are still districts, with all the attributes 
of the frontier districts. We are interested, however, particularly in 
the fiscal anomalies which the method of governing a state school 
system through many hundreds and even thousands of self-governing 
local agencies of the state presents. 

1. The Local School District Not an Economic Unit 

The center of these anomalies rests in the principle that the local 
school district, whether it be the small frontier type, the township 
district or some of the modifications thereof, is no longer a self-con- 
tained economic entity. In the days in which the district system came 
into being, economic society in the United States was strikmgly homo- 
geneous. You might divide up a state according to convenience, and 
the parts, however small they might be, would be likely to be pretty 
much the same in kind. Under such conditions it made little differ- 
ence whether districts were large or small. A large district might 
have twice as many children, but, if such were the case, it would prob- 
ably have twice as many taxable resources to apply to their schooling. 
In short, the school district was a serviceable form of school govern- 
ment in precisely the same kind of society in which the general prop- 
erty tax was an acceptable method of taxation. But that society was 
disappearing in the East more than a hundred years ago, and it rap- 
idly disappeared everywhere after the Civil War. 

The story of its disappearance is familiar to every school child 
who understands the Industrial Bevolution. Local communities of all 
sorts became differentiated in type. Some of them became all but ex- 
clusively agricultural. Others became mill towns or trading centers 
or railroad towns. Others still became largely residentiaL And finally 
there emerged the great metropolitan cities which form a class by them- 
selves. So far as financial resources were concerned, the effect was to 
produce conditions not unlike those which can be seen in any consider- 
able city. Some parts of the city are occupied largdy by factories, but 
the people who work in the factories, including those who draw large 
salaries, do not live in that part of the city. Other parts are occupied 
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by wholesale and retail merchandising establishments, banks, office 
buildings, and the like, but hardly anybody at all lives there. The city 
is approximately an economic unit ; it would be entirely such if it in- 
cluded the stretch of farming land which is necessary to support the 
inhabitants and if there were no politically distinct residential suburbs. 

In such a city the bulk of the actual tax-paying ability is in the 
residential sections, for people and not property pay taxes. It would 
be ridiculous to have the city divided up into districts for school pur- 
poses, although that is exactly what used to be done. The school sys- 
tem of practically every city is coterminous with the city itself ; the 
city has become the district. Political scientists are beg inning to see 
that not even the residential suburbs can be allowed to exist inde- 
pendently of the city. 

Now scarcely any modern rural-school district, large or small, is 
such an economic xmit or ever can be. Most of the states, though not 
all of them, and some counties, are approximate units ; that is to say, 
the activities of the people as a whole cover pretty much the whole eco- 
nomic field, and the returns in popular income from these economic 
activities are for the most part somewhere within the state.* 

All the studies which have thus far been made have for their chief 
exhibit an enormous range among school districts in taxable resources 
behind each child to be schooled; and the smaller the districts, the 
greater this range. The facts themselves do not amount to much, but 
the reason why the facts are what they are amounts to a great deal. 
The reason as we have seen consists in the fact that economic and 
social changes have utterly broken up the kind of society in which the 
school district was founded, and the essence of the change is in dif- 
ferentiation in economic communities. 

2. Local School Support Does Not Mean Local Self-Government 

The second fallacy to which the school-district method of thinking 
has given rise is the notion that local support and government of 
schools is an instance of local self-government. The tax-supported 
83 rstem of public schools is, and always has been, a state system or 
nothing. The only justification of the use of the taxing power for 

* There is a sharp ^iiali:hcation to make in the eases of the predominantly 
agricoltural, the predominantly industrial, and the predominantly mining states; 
but that is a long story, and it would lead us far from the problem of rural-sehool 
support if we were to follow it out. 
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the support of universal education is in the principle that schools are 
intended to produce intelligent citizens and that people are citizens 
of the state wherein they reside and of the United States. Most of 
the residents of a given community were schooled elsewhere. The 
schools are so far state institutions that not even municipal ordinances 
apply to school buildings. The issue is not between localism and the 
state, but between a system in which administration is assumed by 
the legislature and support is left to the ancient school district, and 
one in which administration is committed to an executive board and 
support is assumed by the state as a whole. 

Local self-government applies only to those matters in the conduct 
of which the local community alone stands to benefit or lose. Like the 
general property tax and the school district itself the notion that 
schools are peculiarly a local concern is a carry-over from an earlier 
state of society. 

Now, the historical evidence is clear that in the period when state 
school systems were being laid down the founders had in mind a con- 
cern for the principle that support should be derived from the state 
as well as raised locally. Hence, the state school funds of unhappy 
memory. More recently there has emerged the notion of 'state aid,’ 
a curious inversion in political thinking. Nobody speaks of state- 
aided courts or national guard, for these are accepted functions of 
the state. But neither in constitutional foundations nor in closely 
reasoned principle are they any more functions of the state than are 
public schools. We use the term 'state aid’ because long habituation 
has accustomed us to a pattern of thinking which is localistic in 
character. 

State-aid acts necessarily attempt to measure the amount of aid 
which shall be given. Thus arises the principle of equalization. We 
forget that adequate citizenship training in rural schools, which is the 
only kind of equalization we ought to be interested in, may involve 
great inequality in financial support. We are thus led to a study of 
financial equalization, in order to see what is involved. 

V. Equalization 

The problem of equalization reduced to its lowest terms may be 
stated thus; In a system composed of many districts very greatly 
differing among themselves in ability to maintain schools of minimum 



m 


THE STATES OF BUMAL EDUCATION 


standards, so to distribute state money that the burdens upon the 
several districts will be made equal. The solution must be in the 
form of a mathematical formula written into the statute, applied by 
a ministerial officer, and checked by court interpretation. We thus 
have two fundamental terms here, ability and burden, and in order 
to use them in a valid formula the two must mean the same thing in 
all districts. Let us see if they do or can. 

1. Ability 

Ability is expressed by some derivative of the ratio resources: 
load. Resources must be measured in terms of property values and 
largely in terms of real estate values (as long as the general property 
tax is the basis of our jSscal system), but a given total assessed valua- 
tion, as experience shows, does not and cannot mean even approxi- 
mately the same thing in any two districts. 

Further, even granted that the assessment ratio could be made 
uniform, a given aggregate local valuation means utterly different 
things in different types of districts so far as it is related to tax-pay- 
ing ability: 

1. Income from the property taxed may be almost the only income 
in the district. This is especially true in rural townships. 

2. There may be an immense amount of income in addition to income 
from the property taxed. This is apt to be the case in residential cities. 

3. The income of local taxpayers may nearly all be derived from the 
property which is taxed, but still may be greatly out of proportion to the 
value of the property. This is true of many mill towns in which the value 
of the industrial product depends on the skill of workmen, demand for the 
product, and other similar factors, rather than on expensive plant and 
equipment. Sometimes the opposite condition exists, especially in mining 
towns, and the value of the industrial property is such that it can be deter- 
mined for taxing purposes only by some arbitrary agreement. 

4. In some districts, the school support constitutes nearly all the local 
tax obligation, while in others it is only a minor fraction. 

5. A given aggregate valuation may be the base of taxes which arc 
very largely thrown off by the tax-payers, while another may represent 
taxes which in their nature cannot be shifted. As we have seen, the con- 
dition last named is particularly true of rural townships. 

Now all the variables which have been named, and others as well, 
appear endlessly among school districts. If it could be shown that 
there is some constant relationship among them, then an involved 
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equalization formula might be worked out, but it has not been shown 
and probably cannot be. 


2. Load 

The term ‘load’ is usually expressed as number of educables or 
some derivative thereof, such as teacher-quota, number of teachers, 
and the like. We ought to bear in mind that any such derivative is 
meaningless apart from the term ‘cost,’ and cost is meaningless unless 
it is referred to some constant such as ‘standard school’ or ‘minimum 
schooling.' Thus the constant employed is brought under scrutiny. 

Now we school people, and the great body of citizens as well, are, 
or ought to be, concerned with the education of citizens and equal 
opportunity for all children. We are not interested in a nine-months’ 
school or the elementary school or the high school, or even in qualified 
teachers. These are merely adventitious characteristics of the ma- 
chinery which we hope will produce good citizens. We are interested 
in the program of studies of the citizenship school, the more accurate 
and scientific in its definitions the better. And then we are interested 
in achievement tests or some other educational measures related to 
such a program. Hence, as soon as we attempt to arrive at the essen- 
tial meaning of our constant, the term ‘load’ comes to be expanded 
into the expression, “Cost of standard schooling for m educables.” 
In this expression, m is a variable, but it is a well-conducted and 
amenable variable, since it means the same thing everywhere. “Cost 
of standard schooling” is, however, a wayward and perverse variable; 
that is to say, it refuses to bear any constant relation whatever to m. 

1. What accountants call overhead varies greatly from district to dis- 
trict for the same number of pupils. The outstanding example is overhead 
in the one-room school, in which the cost of standard schooling is much 
the same for six pupils or thirty. There are, however, many other exam- 
ples, a notable one being disproportionate capital costs in the cities. 

2. Teachers’ salary cost for equivalent schooling varies in two opposite 
directions even in districts of much the same type, (a) The actual per- 
sonal service cost is related to local cost of living, the local purchasing power 
of the dollar. Hence, the unscientific character of the state-wide minimum 
salary acts, (b) A differential must in the long run be paid to teachers 
who work in remote or otherwise unattractive communities. 

3. Staff work actually needed for equivalent schooling varies tre- 
mendously. In general it is greatest in metropolitan cities, mill towns, and 
decadent rural townships. It is least in residential cities, trading centers, 
and the better t3rpe of rural townships. Under our existing localism and 
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particularism, districts which need staff work and exceptionally qualified 
teachers least commonly spend most on both items. 

Prom all the foregoing, it follows that the factor ‘ ability,' de- 
pendent as it is on ‘load,' cannot be measured apart from an elaborate, 
continuous, and very expensive state survey. It is not likely that this 
will be done or that any statute can be drafted which will distribute 
state money even approximately in proportion to need. 

3. Burden 

When we think in terms of a valid constant, even though the con- 
stant must necessarily be a virtual and not an actually determined 
quantity, ‘burden' is expressed by the ratio Cost of standard school- 
ing : Resources. Similarly, ‘ability' as Resources : Load becomes 
Resources ; Cost of standard schooling. 

Thus ‘ability' and ‘burden' are reciprocal terms and our analysis 
of ability applies to burden as well. 

4. The State Equalization Fund 

State aid through an equalization act implies a state fund of some 
sort (either the income from permanent invested funds or from the 
rental of school lands) or an annual appropriation set up by the 
legislature. 

The first of the two sources has become almost negligible, at least 
for large-scale rural aid. The second involves taxation, and however 
taxation may be applied, the effect is to introduce another type of 
variable into a situation which is already hopelessly complicated. 

1. If the state tax is a general property tax apportioned to the different 
minor civil divisions to be levied and collected, then it may easily happen 
that the aided district contributes as much or even more to the equalization 
fund as it receives in aid. At all events a state-aid act is not even approxi- 
mately either an equalizing or an aiding act if it fails to include the burden 
of the state tax as a factor in the formula of distribution. 

2. If the fund is secured through state- wide income taxation, while the 
local districts make no use of income taxation, then it is probable that the 
richer districts which receive little or nothing of state aid will contribute 
most heavily to the fund in state-tax money; for, as we have repeatedly 
seen, incomes which are at present untaxed tend to concentrate in the 
richer districts. Nevertheless, the result is wholly indeterminate and under 
such acts we can at best hazard the guess that on the whole the act is in 
the direction of equalization. 
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3 . If the equalization fund rests on a state corporation tax, then the 
state money is a sheer addition to the aggregate of amounts raised locally 
to the extent that the stock of domestic corporations is held by out-of-the- 
state investors. To the extent that it is held within the state, the effect is 
the same as that of the state income tax. 

Finally, the use of taxation for the purpose of creating an annual 
distributive fund is prone to run counter to the principles of the state 
constitution. Without wearying the reader with a further discussion 
of the political principles underlying the school district as an agency 
of the state, suffice it to suggest that the district principle itself is 
inherently incompatible with the principles of equalization funds. 
The friends of education in general and of rural schools in particular 
may from time to time succeed in circumventing the objections of 
supreme courts or even in securing constitutional amendments ad hoc^ 
but in so doing we only contribute to the needless complexity and 
puzzledom of our civil structure itself. 

5. Effort 

Effort is an administrative term which implies a measure of local 
volition in raising money. If it were possible to find a valid measure 
of ability, then ‘effort’ would be expressed by the ratio Money raised 
locally : Ability, Equalization acts ordinarily include ‘effort.’ To 
that extent, such an act ceases to be equalization and becomes a grant- 
in-aid. On the other hand, if effort is not in the act, then the local 
districts will tend to relax. The paradox is a beautiful illustration of 
the logical absurdity of the whole system. Nevertheless, the term has 
a very important bearing on our study of rural schools. 

Effort is commonly taken to mean tax rate for school purposes. 
Now the tax rate in country towns is often less, sometimes much less, 
than in cities. Further, the assessment ratio is often less. Hence 
officials, legislators, and too often students think that these tax rates 
are objective guides which show that in fact “the farmers are not 
trying to help themselves.” In reality, such facts are almost alwaya 
superficial and misleading. Our brief glance at some of the essen- 
tials of taxation and our study of the term ‘resources’ must, as it 
seems to me, convince the reader that a given tax rate in a country 
town may easily be a minor fraction of the city tax rate in the same 
year and still represent greater effort. The farmer commonly has 
only the income from the farm which is taxed with which to pay taxes. 
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The dly man commonly has very mnch more income with which to 
pay taxes than Ihe income which is derived from the property which 
is taxed. 


6. Equalization Acts Rest on a False Basis 
We have an abundance of factual material which shows enormous 
printa facie inequalities as between the districts of the several states, 
but nobody has ever measured the actual inequalities. In all prob- 
ability, they are much greater than the superficial disclosures make 
manifest. 

The equalization acts as a permanent remedy rest upon a fimda- 
mentally false method of thinking in that they accept the school dis- 
trict as a valid political unit, whereas, as we have seen, the district 
belongs to a social order which has long been obsolete. It is a singular 
misfortune for rural schools and for the rural economic community that 
we should have been so long preoccupied with this method of solving 
the problem, for we are thus led to postpone the inevitable radical 
reform of our system of taxation and of the governmental structure 
upon which our school system rests. 

So long as the support of public schools is looked upon as being 
primarily a local concern, the richer cities and other local communities 
will inevitably tend to spend all their available resources on their 
own schools, or on schools which are falsely believed to be their own. 
The result will tend to be, as it often is, what are in effect extremely 
expensive tax-supported private schools in communities in which the 
great body of mercantile and industrial incomes congregate. Every 
such local system, inevitably, in the long run, means poor and weak 
schools somewhere else, chiefly in country towns, but also in many 
mill towns and in some metropolitan cities. 

7. What the State Aid Program Has Accomplished 
On flie other hand, the equalization and state-aid program has 
accomplished some definite results in the direction of progress. In 
the states which have been active, money has been made available for 
schools in poorer towns, often to the great advantage of public educa- 
tion. While that is, as it seems to me, mere symptomatic treatment, 
palliatives are sometimes desirable. Much more important, the long 
agitation out of which the equalization acts have arisen has very evi- 
dently been helpful in getting the public into the habit of thinking 
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as citizens of the several states and not merely as community in- 
dwellers. 


VI. The Wat Out 

For at least three-quarters of a century, the original school district 
has been evolving under fiscal and administrative stress and in a few 
of the states the process has gone far. We have not the space to study 
in detail the emergence of the township, consolidated and city districts,, 
the county district in some of the southern states, the advanced type 
of planned district in Utah, and finally the state unit in Delaware. 
Everywhere the expanding district is a sort of evolutionary response 
to local pressure in which the tendency is to find a political unit 
which more nearly corresponds to an economic unit. 

The establishment of township districts and of consolidated dis- 
tricts is a ease in point. A more striking instance is that of the city 
district in which all the resources of the city were made available for 
the support of all the schools in the city, regardless of the resources of 
the several wards. A proposal to go back to the old and forgotten 
system and to write an equalization clause into the city charter would 
be looked upon as the act of a madman — ^and so it would be. 

The recent county-unit movement, especially in some of the south- 
ern states, is clearly a movement in the direction of natural evolution, 
at least in those county units in which the local district is abolished 
altogether, and a county board of education lays taxes upon the 
county as a whole and furnishes schools, as and where they are needed 
regardless of local resources. The Utah modification of the county 
unit is an interesting instance of a planned development in the line 
which we have recognized as having natural validity. Here the state 
is divided into forty districts, each of them, as far as possible in a 
state which is still sparsely settled, economically comparable with 
each of the others. 

The end of the road is found in Delaware, in which, outside of the 
city of Wilmington, the state itself is the fiscal unit, and the schools 
are supported by a state income tax. Much may doubtless be re- 
quired for rural schools there, but, so far as fiscal support is con- 
cerned, Delaware has nearly solved her problem, in that she has placed 
the economic resources of the state behind every school in the state, 
regardless of local resources. When Wilmington shall have come into 
the state system, the fiscal problem will have been fully solved. 
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Our conclusion is, then, that the ultimate solution of the fiscal 
aspect of the rural-school problem everywhere is clearly to be found 
in consolidation of the varied economic resources of each of the sev- 
eral states and in the use of a scientific system of taxation to reach 
those resources and to apply them as needed to the maintenance of 
a state system of citizenship schooling. The solution of the rural- 
school problem is part and parcel of that of all the schools. 

VII. Federal An> 

In a study of this sort, the question of the participation of the 
federal government will not down. Aid for rural schools is no doubt 
one of the most appealing of the many demands which are constantly 
being made upon the national treasury, but the appeal is nearly al- 
ways based upon the need which is felt and perhaps on the desire to 
gratify a large section of voters rather than upon a competent analysis 
of the situation. 

There is much reason to think that we as a people will eventually 
have to utilize the federal resources in the support of all schools and 
not merely rural schools alone. 

In the first place, we are as much concerned with producing in- 
telligent citizens of the United States as we are concerned with citizen- 
ship in any of the several states. If we are going to submit questions 
of even foreign policy to popular vote, then the responsibilities of 
popular education are materially increased. If the more backward 
states are unable or unwilling to maintain efiicient schools, then the 
more enlightened states suffer in all their federal relations and indeed 
in national relations as well. 

In the second place, our economy is national in scope, not state or 
local. Commerce between the states is untrammeled ; our banking and 
credit system is national in scope. Title to property is not confined 
within state lines. Industrial income which is an enormous resource 
in the payment of taxes refuses to settle and be taxed in the state in 
which the industrial property is located. 

In the third place, and probably by reason of the foregoing, the 
federal government is a much better tax-collecting agency than the 
state governments and immeasurably better than the local governments. 

Nevertheless, the problem of school support is a state problem be- 
fore it is a federal problem. The Constitution leaves education to the 
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states, but the state constitutions do not leave it to the local communi- 
ties. The states are sovereign, and the school districts are agencies 
of the state. 

So far as federal aid is a possibility, it would have to be appor- 
tioned much as the states have attempted to apportion equalization 
funds, and we do not know enough about interstate economics to 
write any such apportionment. The effect of any federal act at present 
in sight would without much doubt be to allot funds where they are 
least needed or at least not in accordance with needs. 

We are accustomed to compare property valuations behind each 
census child in different states, and we naturally find somewhat the 
same inequalities, although much less in range, which we find among 
the districts in any one state. Still better, we compare popular in- 
comes and find much the same order of differences. It does not follow, 
however, that the respective states differ in ability to support schools 
in anything like the range shown by such comparative statistics. When- 
ever we get an economic area which is large enough, the aggregate of 
popular income becomes approximately the aggregate of consumption 
as the people deal with each other. The question then becomes, not 
how much money is there, but rather how does the local school support 
tie into the general economic structure. For this reason, when we 
compare property valuations behind each child to be educated in the 
districts of the several states, the actual range in ability to support 
schools is apt to be greater than the figures show, whereas when we 
compare states either in respect to property or popular income the 
school range tends to be less than the statistical indications. A 
favorite comparison is that of California with Mississippi. Super- 
ficial comparison shows much more available wealth in the former 
state than in the latter, and doubtless there is more. Neverthe- 
less, the very fact that popular income per school child is greater 
in California is in itself evidence that the purchasing power of a 
given salary is materially less. People in Mississippi tend to trade 
with each other at a lower price level. 

Further, wherever a state is extensively urbanized, the principle 
of increasing cost of government per thousand of population served 
very greatly complicates the comparison which seems so simple when 
property valuation or popular incomes are compared. New York and 
South Dakota are very different types of states ; most jwrsons would 
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probably rate the former as wealthy and the latter as relatively im- 
pecunious. Nevertheless, when factors are taken into consideration 
which ought to be counted, the disproportion in ability to support 
schools is a different kind of disproportion than that which appears 
on the surface. These and many other critical factors run through the 
comparisons in a bewildering tangle which ought to give us pause be- 
fore we embark on an extensive program of federal aid. 
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I. A General Picture 

The United States Department of Agriculture maintains a divi- 
sion known as the Extension Service. Of this ‘service' the principal 
subdivision is the Office of Cooperative Extension Work. In every 
one of the forty-eight states, and the Territory of Hawaii, the land- 
grant college of agriculture maintains likewise an extension service. 
The federal and state services together perform a function known as 
‘cooperative extension work in agriculture and home economics.' This 
function involves the employment of more than six thousand paid 
workers and approximately two hundred fifty thousand workers active 
without pay. It affects demonstrably the lives of several million rural 
people; directly or indirectly it has touched, according to careful 
estimate, three in four families among the rural population of the 
Uinited States. To its support went in the past year a sum in excess 
of twenty-three million dollars, 94.5 percent of which was supplied 
from public tax monies. Of the total, 39 percent came from federal 
appropriations, 28 percent from state appropriations, and the remain- 
ing 33 percent from county and local appropriations and the gifts of 

* At the Truest of the Committee Professor Eaton prepared for this Year- 
book an extensive chapter upon cooperative extension work which set forth in de- 
tail the present status and the trends of this work as determined by some three 
months of careful investigation of sources and painstaking compilation of data. 
When an unexpected demand for condensation of some material and omission of 
other materiid was made of all contributors, Professor Eaton, at my request, and 
at the ^eleventh hour,' withdrew his original chapter and wrote a new one less 
than half the length of the original. It is due ^^ofessor Eaton to acknowledge 
this excellent spirit of coopera^on and also to inform the reader that what ^e 
author feels now to be a cursory account" is not a mere statement of impres- 
sions but presentation reasonably well supported by factual data here omittm.— - 
Editor. 
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organizations and individuals within the counties. Over a period of 
fifteen years the cooperative extension work in agriculture and home 
economics shows a consistent growth in size of staff and in financial 
support. Increase of support from federal sources is large, but that 
of support from the states is larger still, and the percentage supplied 
from private sources decreases. The service, then, represents a public 
undertaking of a very considerable and a growing importance. 

On the legal side the work finds its sanction in the federal enact- 
ment of 1914 (the Smith-Lever Act) and subsequent legislation, nota- 
bly the Capper-Ketcham Act of 1928; in the states such sanction 
appears in acceptance of the provisions of the federal enactments and 
in supplementary legislation. 

II. General Scope of Extension Work 

The scope of cooperative extension work in agriculture and home 
economics as to educational objectives, instructional content, and per- 
sons to be served, is not closely defined in federal legislation, in rul- 
ings of administrators, or, so far as I can discover, anywhere else. 
Suggestion of scope, however, appears in the federal legislation as 
follows: [The Smith-Lever Act was passed] ^‘in order to aid in 
diffusing among the people of the United States useful and practical 
information on subjects relating to agriculture and home economics, 
and to encourage the application of the same.’’ That the work is 
intended to serve most directly the rural people of the United States 
appears in the provision that federal grants to the states ‘‘shall be 
allotted annually in the proportion which the rural population of 
each state bears to the total rural population of all the states. ’ ’ The 
official conception of function is suggested by a statement of the Fed- 
eral Director of the Extension Service: “The aim of all extension 
work should be toward better, happier, and more comfortable homes. 
Whether this is brought about by improvement and stabilization of the 
farmer’s economic position, by bringing new information and new 
viewpoints to the farmer’s wife, or by the training of his boys and 
girls in the 4-H clubs, this aim should always be kept in mind. Im- 
provement of rural life is the real object of the Smith-Lever Act, and 
in our interpretation of it we should always have that object in view.” 
Again he says: “The aim of cooperative extension service is to aid 
farm people to increase their net incomes and to improve their living 
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conditions.’’ This latter emphasis is reflected in the customary offi- 
cial measurement of success for cooperative extension work in terms 
of the number and distribution of ^improved practices’ adopted on 
farms and in homes. 

III. Divergent Conceptions of Aims 

Emphasis upon material results leads easily to confusion of activi- 
ties of direct service with those of education. In recognition of this 
difficulty the Secretary of Agriculture ruled in 1922 as follows: ‘‘It 
is clear. . .that the work of the cooperative extension employees. . .is 
educational. These extension workers are public teachers. . .charged 
with giving instruction and practical demonstrations. . .Thedr work 
covers the entire rural field, which includes economic production, 
economic marketing, and the development of better home, community, 
and social conditions. . . [It] is not a part of the official duties of exten- 
sion agents to perform for the individual ... or for organizations the 
actual operations of production, marketing, or the various activities 
necessary to the proper conduct of business or social organizations.” 
This ruling has had a marked and wholesome effect to sanction efforts 
‘to help rural people to help themselves, ’ as against the practice of ‘do- 
ing things for rural people. ’ Nevertheless, extension workers still very 
often act to recruit and ‘sign up’ members for economic and other 
associations, not infrequently to organize such associations, sometimes 
to manage them, occasionally to buy and sell commodities, and here 
and there to repair farm and home equipment, and otherwise to do 
for rural people what they should learn to do for themselves. 

It is safe to say, without fault-finding, that the aim of economic 
efficiency and material improvement is still dominant in the work of 
the cooperative extension service, nearly, if not quite, everywhere. 
But there is an increasing number of extension workers, particularly 
among those ‘on the firing line’ in the counties, who hold that ends of 
understanding and appreciation, not necessarily measurable in 
‘changed practices’ of the material sort, are both legitimate and de- 
sirable objects of educative service ; who hold, too, that the worth of 
the rural population, in the larger sense, is by no means to be meas- 
ured by their contribution to the consuming needs of the urban 
population. 

Thus it comes about that the phrase, “subjects related to agri- 
culture and home economics,” receives a varied interpretation; and 
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tlie trend, on tbe whole, is toward a liberal interpretation. So the 
conception of agricnlture tends to grow from mere productive hus- 
bandly among the rural population to include the mode of life of the 
rural family and the rural aspect of our civilization. Much the 
same story is told for home economics. The conception of it enlarges 
gradually to include, beyond the responsibilities of the housewife in 
matters of food, shelter, and clothing for the family, the organization 
of family life in all its extended implications. 

rV. DrvEBQENT Development of Peacticje 

These differences in conception of aim for extension work tend to 
be reflected in practice. Thus, at one extreme, under the philosophy 
that finds its ends in ‘changed practices’ and ‘improved conditions,’ 
one is likely to discover: (1) a program restricted closely to ‘prac- 
tical needs’ — ^namely, such as can be met by readjustments in ma- 
terial environment; (2) definiteness in ‘goals of accomplishment’ — 
for example, so many farmers keeping purebred bulls, so many house- 
wives using a household budget, so many boys and girls drinking a 
quart of milk every day; (3) a ready-made content of simplified 
prescriptions worked out by experts for dealing with difficulties; (4) 
methods of ‘selling the idea and giving directions for its application.’ 
At the other extreme, under that philosophy which finds the educa- 
tional objectives of cooperative extension work in ‘enriched experi- 
ence’ and ‘fuller social life,’ one is likely to find: (1) a program of 
rather vague aspirations; (2) ‘goals of accomplishment’ in terms of 
‘meetings held’ and ‘contacts made’; (3) a content largely of ‘stimu- 
lating get-togethers ’; (4) methods hortatory and entertaining. Be- 
tween the extremes are all degrees in combination of breadth with 
definiteness. 

There is no question that cooperative extension work has gone far 
toward helping rural people to help themselves. There is little doubt, 
either, that it can move further in this direction by enlarging the 
scope of its program, by increasing both the range and the definite- 
ness of its educational objectives, by liberalizing the content of its 
teaching to include both the foreground of practicality and the back- 
ground of meaning, without divorcing the one from the other, and by 
combining with the objectivity of its characteristic method, the dem- 
onstration, developmental teaching that leads beyond factual informa- 
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tion. to initiatiye and resourcefulness in the discovery and solution, 
of significant problems by the rural people themselves. 

V. Babes of Organization of the Work 
The organization of cooperative extension work is based upon two 
lines of cleavage: (1) a division according to ‘subject-fields’ — ^namely, 
agricultural extension in “subjects relating to agriculture,” and 
home economics extension in “subjects relating to home economics”; 
(2) division according to ‘persons reached’ — ^namely, work with men 
(farmers), work with women, and work with rural boys and girls. 
The results of this double classification in differing administrative 
systems among the states are a bit confusing to the uninitiated. Two 
examples of thi s seeming confusion may be presented. First, in most 
counties of most states, and in some states altogether, only two classes 
of county agents may be found, the county agricultural agent and 
the county home-demonstration (home-economics) agent. These two 
are responsible for work with boys and girls. In other states a third 
type of agent, the county ‘4-II club’ agent, is foxmd, who is responsi- 
ble only for work with boys and girls, but in both agriculture and home 
economics. Second, in several states poultry and garden work, be- 
cause farm women in the main engage in such, is in charge of the 
home-demonstration agent. Nevertheless, workers in the field seem 
well agreed that the double classification presents no serious diffi- 
culties. The most pregnant criticism seems to be that it permits easy 
evasion on the one hand or duplication of effort on the other, in respect 
to the needs which men and women share. There is no little evi- 
dence that joint undertakings of men and women in extension are 
comparatively rare, despite the marked overlapping of agriculture and 
home economics under a liberal interpretation. Moreover, the home- 
demonstration agent seldom works with men, and except where he 
is the sole agent, the county agricultural agent seldom works with 
women, unless it be in connection with the 4-H clubs for boys and girls. 

VI. Oroanizatiqn Compared with That of the School 
In organization of program there is a rou^^ similarity between 
that of cooperative extension work and that of a large school. In a 
state, or county, or ‘local community,’ the ‘extension program,’ like 
the ‘program of studies’ in a school, means commonly the sum of all 



244 


THE STATUS OF BUBAL EDUCATION 


educative undertakings of the service. A ‘line of work/ or ‘major 
project/ corresponds roughly to a ‘course of study.’ A ‘minor proj- 
ect/ or subproject, corresponds to a ‘subject-course.’ For example, 
consider a major project in live-stock improvement for farmers or a 
major project in nutrition for farm and village women : the first is 
likely to include subprojects in swine breeding, upgrading the dairy 
herd, flock improvement with sheep, etc. ; the second to include sub- 
projects in food selection, food preparation, child feeding, control of 
constipation, diet for overweight, etc. The parallel between such an 
organization and the course of study in science in a high school is not 
far to seek — general science, biology, physics, chemistry, etc. The 
word project in extension is not, in the main, used as the schoolman 
is likely to use it — for example, in ‘project method’ — but to indicate 
an undertaking projected and carried through by the extension service. 

In the case of agriculture for adults, at least, the project system 
of organization in the program is extremely flexible. On the whole 
the farmer is able to ‘Hake what he wants and leave the rest.” In 
home economics there is commonly a greater formalization. Very 
often to receive the benefits of the service a woman must join a ‘project 
group’ (like a class in school) that meets at more or less regular inter- 
vals with ‘a project leader/ and carries through to ‘completion’ cer- 
tain required activities of study and practice. Sometimes the project 
leader is a specialist from the college, sometimes the county home- 
demonstration agent, but most often, a ‘local leader,’ unpaid, working 
with the occasional assistance of the county home-demonstration agent 
or the specialist or both. Sometimes the prescription of uniform re- 
quirements in home-economics projects reaches a level of standardized 
rigidity sufficient to warm the heart of a college registrar ; such, for 
example, that to ‘get what she wants’ a woman must first complete a 
series of prerequisite undertakings in which she has no interest what- 
ever. But, of course, such prescription is rare. With boys and girls, 
again, some formalization exists, but seldom in most states to the 
extent of involving prerequisites to a desired project. 

In the work with boys and girls, called generically the ‘4-H club 
work,’ the term project is used also much as the schoolman is ac- 
customed to use it; for example, the boy at home carries on a ‘home 
project’ in growing an acre of potatoes from certified seed or the girl 
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carries on a ^canning project’ involving the conservation of thirty 
quarts of tomatoes, ten quarts of sweet com, and ten quarts of string 
beans. But in many states the award of the club insignia for ‘com- 
pletion’ means more than a satisfactory production job and the hand- 
ing in of records and 'story’; it means that the youngster has to his 
or her credit other 'achievements,’ such as making bird-houses, iden- 
tifying flowers and trees and insects, taking part in community beau- 
tification, making exhibits at fairs, attending club meetings regularly, 
and the like. Membership in a corn club signifies, for instance, usually, 
much more than an experience in growing com according to directions 
furnished in a bulletin. 

It is generally agreed among extension workers that the formaliza- 
tion of instruction among women, and sometimes among boys and girls 
is due to the comparative ease of assembling groups for successive and 
regular meetings — a procedure that is rarely possible with farmers. 
With the boys and girls, too, it appears that the incentives of ex- 
traneous reward and of competition serve to enable prescription quite 
impossible with farmers. Some workers in the junior field are of 
opinion that close association with the public schools makes for in- 
crease in uniformity and prescription, as against flexible adjustment 
of offerings to the needs of individuals and small groups. In some 
instances this opinion seems supported by the practice of granting 
'school credit’ for specific achievements in approved forms of club 
work. 


VII. The Scope of the Extension Program 

The actual scope of the extension program as revealed in range 
and variety of project content and other forms of teaching is ex- 
tremely difficult to discover. It is safe to say that summarization 
of annual reports from counties to state authorities and from state 
authorities to the federal government by no means reveals the full 
scope. The reports are made on standard forms that of necessity com- 
press a wide variety of undertakings into a single category; for ex- 
ample, one can learn that in the state of New York 309 project groups 
distributed through thirty counties and enrolling 5,256 members fol- 
lowed the project in Home Health and Sanitation, but from the read- 
ing one can gain no idea as to how much or how little was included 
in the study of health and sanitation. But study of the annual re- 
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ports from the states, of the monthly reports within states, and of 
planned and approved county programs, together with observation of 
extension activities, proves that the subjects actually dealt with, even 
in the ‘same project,’ vary from state to state, from county to county, 
and from worker to worker. Hence the suggestion of uniformity among 
the states to be gathered from a casual reading of the project totals 
for the nation is quite misleading. In range of projects some pro- 
grams are generous, some restricted; in range of content within a 
project some are generous, some restricted. In one state, for example, 
1,089 different topics were dealt with by speakers and demonstrators 
from the college at extension meetings. Nevertheless, the following 
generalizations can be well supported: (1) The economic problems 
of rural life are overwhelmingly preponderant in effect .upon the ex- 
tension program. (2) Recognition in the program of the needs of 
women, though it has gained a bit in fifteen years, stiU lags far be- 
hind the work with farmers. (3) The social aspects of rural life in 
which men and women and children have similar, if not always com- 
mon needs, hold still a very minor place in the extension program. 

VIII. The Staff of Extension Employees 
1. In the States and Counties 

The staff of extension employees in every state divides roughly 
into two classes : the state or college staff, for the most part resident 
at the college and working out from it ; and the county staff, resident 
in the counties and working there. The college staff divides again 
into two classes: the administrative and supervisory group, often 
called ‘the central office workers’; and the ‘specialists,’ or ‘subject- 
matter workers.’ County employees fall into three classes: county 
agricultural agents and assistants ; county home-demonstration agents 
and assistants; county 4-H club agents and assistants. 

A typical central-office staff includes a director, a state leader of 
county agricultural agents and his assistants, a state leader of home- 
demonstration agents and her assistants, and a state leader for boys’ 
and girls’ club work and his assistants. A typical staff of ‘subject- 
matter specialists’ includes at least one person designated to each 
of the following fields : agronomy, horticulture, forestry, animal hus- 
bandry, darirying, poultry husbandry, agricultural engineering, agri- 
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cultural economics, foods and nutrition, clothing and textiles, home 
management. 

A county fully organized as to the skeletal minimum of staff in- 
cludes the following: for the southern states, a county agricultural 
agent and his assistant for 4-H club work with boys, a county home- 
demonstration agent and her assistant for 4-H club work with girls ; 
and for most of the other states, a county agricultural agent, a county 
home-demonstration agent, and a county 4-H club agent. A few coun- 
ties in some states have a considerably larger staff, created by addition 
of assistant agents in each of the three lines ; but very few states have 
reached the skeletal minim u m in all counties served by extension 
work. Indeed, the most representative county staff for the country 
as a whole consists of one county agricultural agent without colleagues 
or assistants, charged with conduct of all three lines of work. 

By states the total number of employees in cooperative extension 
work ranges from 377 (Texas) to 16 (Rhode Island), with a median 
of 114 (Florida). The ratio of extension employees to rural counties 
in the state averages 1.57 for the country, and ranges from 7.12 (Con- 
necticut) to 0.87 (Nebraska). The central-office staff ranges in size 
from 25 (Texas) to 3 (Delaware), with a median of 11 (Kansas). 
The specialists range in number from 76 (New York) to 4 (New 
Mexico), with a median of 18 (North Dakota). The percentage ratio 
of specialists to total extension staff ranges from 38.6 (Connecticut) 
to 4.2 (Texas), with, an average for the country of 18.9 — one in five 
of extension employees is a specialist. The number of county agri- 
cultural agents ranges from 201 (Texas) to 3 (Rhode Island), with a 
median of 54 (Florida). The total number of such agents is 2,700. 
The home-demonstration agents range in number from 136 (Texas) 
to 3 (Rhode Island), with a median of 15 (Missouri). The total of 
home-demonstration agents is 1,316. 

Here is enough to suggest that the larger rural states are most 
scantily staffed for cooperative extension work; that the policy with 
respect to employment of specialists varies widely ; and that provision 
for extension service to women lags far behind the agricultural exten- 
sion work for farmers. Since work with boys and girls may be per- 
formed by an agricultural agent, a home-demonstration agent, an 
assistant to either, or a special club agent, examination of staff or- 
ganization gives no certain clue to emphasis upon such work. 
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It may be worth noting that, by fields of subject matter, the 
specialists in colleges distribute as follows : agriculture 72.6 percent, 
home economics 21.4 percent, all other specialists 6.0 percent. It is 
quite true that the diversity of specialized subjects of the technical 
order is greater in agriculture than in home economics, but the pre- 
ponderance of agricultural specialists tends to confirm the conclusion 
that the extension program as a whole bears heavily upon the side 
of agricultural industry, as compared with the problems of the home. 
The ‘miscellaneous specialists’ include one in three kno^vn as ‘rural 
sociologists.’ Some of the others belong to the fields of technology 
in production. This fact suggests again the preponderant infiuence 
of the economic factors in determining a program for improvement 
of rural life. A study of expenditures for the major ‘lines of work’ 
during fifteen years points to just as marked an emphasis upon agri- 
culture as against home economics and to a relative neglect of the 
non-economic still greater than that suggested by the distribution of 
specialists and other workers in the several fields. 

2. In the Office of Cooperative Extension Work 

The Office of Cooperative Extension Work at Washington employs 
some fifty workers. Approximately half of them serve a central-office 
function ; the other half a specialist function. The duties of the office 
involve for the administrative staff chiefly inspecting, accounting, and 
advising with respect to the conduct of extension work in the states. 
The specialists are loaned to the states for special undertakings and 
advice as to project development. The office supplies ‘illustrative 
material’ for extension workers in the states and conducts studies on 
the order of ‘self -survey,’ as to methods and results in extension work. 
It recommends to the federal director of extension approval or dis- 
approval of such projects in the states as involve the use of federal 
funds, and thus exercises a considerable measure of control over the 
extension program in states that provide funds little in excess of the 
federal ‘offset’ requirements. On the whole its recommendations in 
respect to program approval favor the promotion of ‘changed prac- 
tices’ of the economic order, so that the poorer states are limited in 
development of a program looking to rural needs not economic. But 
the power of the federal director working through this office is rather 
of veto than of direction. 
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IX. The Function and Influence of State Dieeotc^s 
OF Extension 

The state director of extension exercises a very considerable au- 
thority in most states. The scope of the program depends very largely 
upon him. The differences in program among states are, perhaps, as 
often a reflection of his philosophy in extension work as a reflection 
of differences in need and resources for the improvement of rural life. 
The astonishing lack of extension work for women in certain rich 
states is, for example, directly attributable to administrative policy. 
Over the extension system the power and influence of the director in 
most states is far greater than that of the state superintendent of 
public instruction over the schools. He deals, however, with a system 
of education involving no element of compulsion on the part of learn- 
ers. Extension undertakings for the man, the woman, and the boy 
or girl, are purely elective. Hence, on the economic side, at least, the 
extension program rarely underemphasizes the major needs of farm 
and home. Despite his large authority the state extension director 
cannot, if he would, impose a program autocratically upon the state, 
as might a school superintendent with equal powers. Though com- 
plaints are heard here and there concerning autocracy at Washing- 
ton or in the state office, there is little evidence of any large influence 
of the sort. 


X. The Functions of County Agents 

The county agricultural agent is responsible immediately or 
through a state leader to the director at the college ; so, too, usually 
are the county home-demonstration agent, and the county 4-H club 
agent. In some 'instances the county agricultural agent is the ad- 
ministrative head of the county extension office, and the other county 
agents, when such are employed, are responsible directly to him. Ad- 
ministrative organization within the counties varies widely from 
state to state and sometimes from county to county within the state. 
For the most part the county organization includes a quasi-ofiicial body 
(or bodies) — corresponding roughly to the school board in the county 
system of public schools — to whom the county agents are responsible, 
•for example, the executive committee of the county farm bureau or a 
similar organization of county people. Often the agricultural agent 
works with one committee, the home-demonstration agent with a sec- 
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ond, and the 4-H dub agent with a third; and the director or his 
representatives may work with such committees very much as the state 
superintendent of public instruction works with school boards in the 
state. Out of such relations arise some of the most difficult problems 
of the extension service, and variations of policy in respect to the nature 
and uses of the county extension bodies are among the most significant 
differences in extension organization. But there is no room here 
even to suggest the problems. 

Within the county, too, are often local extension administration 
groups in the several ‘local communities’ of the county — correspond- 
ing, as it were, to the school trustees in a district system of public 
schools. Sometimes one committee serves for all extension work in 
the community; sometimes there is a committee or committeeman 
for each of the three lines of work, the agricultural extension with 
farmers, the home-demonstration work with women, and the boys 
and girls’ club work. 

Variety in the system of administration is wider, perhaps, than 
is the case with administration of the public schools. But there is 
marked trend to develop through such means a local participation and 
responsibility in the administration of extension work. In very few 
states is the employed county agent looked upon merely as a func- 
tionary of the college working in the county in such fashion as the 
central authorities shall determine. If not often truly the agent of the 
people of his county working in cooperation with the college, the 
county agent is at least an agent of the college working in cooperation 
with the people of the county. 

XI. Foxtr Classes of Programs 

In accordance with the outline of organization so hastily sketched 
we find four classes of programs in cooperative extension work; a 
national program, a state program, a county program, and a local 
program. For the most part the national program has no existence 
as such. It means either the sum of all extension undertakings within 
the nation or the sum of those undertakings that are common to all 
the states. Sometimes, however, the Washington influence is suffi- 
cient to produce something like a real national program in certain 
lines of endeavor. During the war the extension program was chi^y 
of national determination; at present the influence of the Federal 
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Farm Board has largely determined the inclturion of undertakings 
everywhere in the states to forward the development of cooperative 
marketing of farm products. Sometimes the state program is some- 
thing more than the sum of county programs or even the system of 
‘state-wide’ projects in which all counties share. But in most states 
it is little more. Nearly everywhere the county is the unit, both for 
the construction and the execution of an extension program. The 
local community program represents an adaptation of the county 
program to the particular needs and resources of the community. 
Some tendency appears, however, here and there, to regard the local 
community as the basis upon which to build and to carry out pro- 
grams of extension. In that view the county program is the sum of 
common undertakings among the several communities of the county; 
it is made up of the ‘county-wide’ projects. The state program, by 
the same token, becomes the system of state-wide projects derived from 
the county programs, which in turn derive from the local. 

The last paragraph may seem like an attempt to suggest distinction 
without difference. But the attempted distinctions rest upon funda- 
mental differences in conception of extension work. At one extreme 
is the view that central authority shall plan a program for the people, 
take it to the people, and carry it out for the people. At the other 
is the view that extension shall take its programs from the people, 
and work them out with the people from whom they derive. Space 
is lacking, unfortunately, to discuss the implications of these two view- 
points upon the whole organization and functioning of the extension 
service. 

That aU programs of extension should accord with the significant 
needs of rural people, is accepted as a postulate by all thoughtful 
extension workers. On the whole, programs probably do so, else the 
extension service would by this time be ‘on the rocks,’ instead of re- 
ceiving steadily increasing public support. But just how well any 
program fits the needs of a state, a county, or a local community, one 
can hardly say with assurance in any present instance. A substantial 
body of findings, economic and social, is accumulating in many states. 
But so far as I can discover, except in the ease of a few particular 
projects, little has been done to use such findings as the bases of ex- 
tension programs for localities studied, and little done, outside of 
‘conferences,’ in the way of searching but facts for the purpose of 
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discovering the needs and resources upon which to build an extension 
program, county, local, or state. The larger outlines are unquestion- 
ably, in most cases, built upon known facts of need ; but careful study 
of needs in this county and in this town, for extension work, is almost 
as rare as is careful study of the needs of this group of students, for 
what is offered in this course of study. 

Nevertheless, the extension service works under a system of constant 
check against the needs of the people with whom it deals, as the school 
in the main does not. On the whole, rural people are getting from 
the service what they want; first, because they can reject rather 
promptly what they do not want; and second, because increasingly 
they come to have a part both in the origination and the execution of 
the programs of extension. That what they want is not always what 
we as idealists think they need does not affect the general principle 
of the pragmatic sanction upon which present programs so largely 
rest. It is safe to say that present emphasis upon economic needs in 
rural life is largely a response to the actual demands of country 
people. They need many things, but they feel most distinctly the need 
for a sound economic basis upon which to build their living. 

XII. Methods of Constructing a County Program 

In general there are three methods of constructing a county pro- 
gram. The most widely used may be called the ^cafeteria system.^ 
The college, in the light of its examination of needs and within the 
limits of its extension resources, lays out a series of 'project offerings.’ 
It says, as it were: "Here are things that we can do for you and 
with you. Which of them seem to you most suitable as undertakings 
in your county ? ’ ’ The offerings are presented to a more or less repre- 
sentative group of people in the county — often the county farm bu- 
reau representatives — and those people make a selection that con- 
stitutes the county program for the year or a longer period, determin- 
ing which projects shall be county-wide and which shall be localized. 

A second method, not widely used, but increasingly favored by 
county workers, if not always by state workers, is that the county 
and local committees, working with the agents, propose a program to 
meet the needs as they see them, and submit the proposal to state au- 
tihority for sanction. If the college has nothing ready prepared to 
meet this need or that, the question comes, "What have you in the 
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way of resources that can be used to help us in this matter?^’ In 
this case, so to speak, the customer orders his dinner prepared for him. 

A third method, not yet discarded in some states, may be called 
the table d’hote method. In this case central authority prepares a 
complete program, usually called a state program, and then calls upon 
the county agent to ‘selP it to the people of his county. This method, 
at least in states of diversified character, is obsolescent. The tradition 
of it, however, appears in the often heard assertion that the job of 
the county agent is to ‘put over’ the college program in his county. 

XIII. Overlapping with Other Agencies 
An important factor in sound policy for extension is the deter- 
mination of the extent to which the service should attempt work for 
which other agencies are designed or fitted. On the whole, present 
policy seems to be that of expediency. The extension service steps 
in to meet a need in what it regards as its field when no other agency 
is serving that need or when an active agency seems not completely 
to be meeting the need. So, in many counties, extension workers en- 
gage in health work because no health agencies there exist ; in many 
counties extension workers take on work in provision of ‘the hot school 
lunch, ’ because the school agency is inadequate to meet the need. This 
policy in the main works well. There are instances of rivalry and 
duplication of effort and of neglect of clearly appropriate obligations 
because of diversion of resources, but they are not common. 

XIV. Responsibility tor Club Work 
A particular instance of the bearing of this policy that is of inter- 
est to school men appears in the conduct of boys’ and girls’ club work. 
The age for club membership is from ten to twenty years in most 
states. With the development of compulsory education laws, the 
majority of boys and girls within those age limits are enrolled in 
the public schools, A study in twelve states shows that boys and 
girls out of school make up, on the average, less than seven percent 
of club membership. Since the total enrolment in 4-H clubs, though 
above 800,000, is probably less than the number out of school in the 
rural districts, it has been urged that the extension service should 
confine its junior undertakings to the out-of-school group. The fact 
remains, however, that the public schools, whatever their responsi^ 
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bility, have not in any large measure attempted to meet the needs of 
present life of pupils at home and on the farm as club work has 
done. Moreover, it is quite certain that in the main they are not now 
staffed to do the work even so well as it is done at present by the 
agency first in the field. Hence an abandonment by extension work- 
ers of the in-school group would immediately result in a loss of cer- 
tain opportunities for the great majority of those who now enjoy them. 
If public policy demands that the public schools take over functions 
that they have neglected, it is probable that they must take over 
nlan a Considerable part of the junior extension personnel, and some- 
thing of the organization and method of club work at its best. 

There are in boys’ and girls’ club work four forms of organization : 

1. An organization of clubs of boys and girls together, commonly 
known as ‘community clubs,’ in which a wide diversity of ‘home-project’ 
interests may be represented in the one group. 

2. An organization of boys’ clubs, or agricultural clubs, including 
girls, on the one hand, and of girls’ clubs, or home-making clubs, on the other. 

3. An organization of clubs on the basis of home-project interest, such 
as pig clubs, corn clubs, sewing clubs, canning clubs. 

4. An organization in which club membership is nominal only. The 
boy or girl works alone at the home project or to meet other requirements 
and never attends club meetings or takes part in organized group activities, 
unless it be at the final ‘achievement day,’ on which the 4-H clans of the 
county gather. This plan holds where isolated conditions prevail. 

There is considerable difference, on the side of theory, as to the 
educational merits of the several forms ; but facts as to the trends in 
utilization of the several forms are not for the country yet available. 
In the opinion of the Washington office the ‘community club’ is gain- 
ing relatively upon the others, but the ‘project club’ is still the most 
widespread. 


XV. The Use of Local, Leaders 

Club work depends largely upon the use of so-caUed ‘local lead- 
ers.’ In women’s work, too, the use of local leaders is widespread. 
In work with farmers the local leader is relatively less used and, in 
the opinion of a majority of state directors, less successful. The local 
leader is most effective when groups can be brought together, as can 
be done with women and juniors more readily than with practicing 
farmera. Despite marked differences of opinion as to the value of 
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local leadership in extension undertakings, particularly those involT* 
ing efforts at instruction, the number of local leaders in all lines in- 
creases. There are now not far from a quarter of a million men an*! 
women who thus serve without pay to advance the cause of rural 
education. 


XVI. The Use oe Demonstrations 

Generalizations upon extension methods cannot be supported by sta- 
tistical data, except it be as to the frequency of use of demonstrations. 
The characteristic method of extension work is objective teaching by 
way of demonstrations. Demonstrations are of two sorts — at least in 
the classification adopted for report of extension undertakings — ^‘re- 
sult demonstrations’ and ‘method demonstrations.’ 

« 

The result demonstration appears in the exhibit of results from a 
‘recommended practice.’ For example, a farmer produces a result 
demonstration by spraying all the potatoes in his field except the out- 
side and the middle rows. If the practice of spraying is justified in 
its effect on the plants, the plants ‘tell the story’ to the farmer, to 
his neighbors, or to the group of observers whom the county agent 
brings to the farm to note the results produced by spraying. 

The method demonstration consists in showing people how to do 
something by doing it. For example, the home demonstration agent 
shows a group of women how to give an invalid a bath in bed, by 
bathing a person in bed ‘before their face and eyra’ instead of merely 
telling them how it ought to be done ; or a local leader demonstrates 
to a group of club members how to splice a rope by splicing a rope be- 
fore them and directing them in practice of splicing — ^not by lecturing 
about splicing, and drawing pictures of spliced rope on a blackboard. 
Under pressure of the brief contacts that tend to distinguish his work 
from that of the school teacher, the extension worker has developed 
methods objective and direct, of great merit in teaching facts, methods, 
and standards in a very convincing way. He is given to large use 
of physically concrete illustrations and examples. 

Under the same pressure he has come to lean heavily on words. 
His voice, his pen, and his mimeograph he keeps busy; and therein, 
perhaps, is prone at times to do the learner’s t hinkin g for him, when 
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his first object is to move the learner to think through his own prob- 
lem. In that he is like many other teachers, of course. 

In educating the people of rural America to objectives in rural 
life, through media of rural experience, cooperative extension work 
in agriculture and home economies is characteristically, more than 
any other agency, an agency of rural education. 



CHAPTEE XI 

GUIDING PRINCIPLES IN RURAL EDUCATION 


Orville G. Brim 

Professor of Elementary Education 
Ohio State University, Columbus, Ohio 


I. Introduction 

Rural education, perhaps even more than non-rural education, is 
in need of a clarification of its objectives and principles. It has suf- 
fered from neglects; it has unthinkingly accepted the criteria and 
patterns of urban education ; it has been buffeted about by conflict- 
ing forces within the riiral field itself. The demands of the moment 
for immediately practical procedures have taken attention from the 
more fundamental issues and a long-term program. In view of this 
situation and to supplement the impersonal analysis and evaluation 
of the preceding chapters, it was decided to add a section dealing 
specifically with the question of guiding principles.^ While the writer 
alone is responsible for the following statement of principles, he has 
used freely the suggestions of criticisms of certain members of the 
Committee and of many others either engaged in the rural field or 
familiar with its problems. These theses were prepared primarily to 
set forth the problem and to stimulate critical reaction rather than to 
invite or secure agreement. 

II. What Shall Be Our Guiding Principles in 
Rural Education? 

1. Are the Problems of Education in the Rural Field Sufficiently 
Distinctive, Significant, and Difficult to Justify Special 
Classification, Special Emphasis, and Special Study? 

* The plan of the Yearbook Committee was to follow this presentation by Dr. 
Brim with a series of chapters, by members of the Committee and others, discussing 
the fundamental principles and policies of rural education from various angles. 
When the material submitted far exceeded the space aUotted, it was decided it 
would be well to include this one chapter in the present Yarbook even though 
the discussions logically conjoined with it had to be deferred to a later volume. 
It is ho^d, therefore, that this arrangement will stimulate interchange of ideas 
among those especially interested in rural education, and thus fructify subsequent 
contributions by the Society's Committee on Rural Education. — Editor, 
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1. There are few, if any, characteristics of rural life and educa- 
tion that cannot be found in some small degree in non-rural life. 

2. Most, if not all, differences, however, are differences in degree 
rather than in kind. One not only adheres to an outworn logic* but 
also sacrifices practical efficiency by denying the existence of a dis- 
tinctive rural problem just because it possesses characteristics some- 
what in common with non-rural life and education. 

3. The claim for special classification, emphasis, and study, is 
based upon the following three features : 

(a) The group to be studied and served through rural education 
is large and basically significant in our social economy. 

(b) Social and natural conditions of rural life make progress here 
more difficult. To these natural handicaps must be added the accumu- 
lated results of past neglect and exploitation and the effect of current 
indifference. 

(c) An intensive, rather than a superficial study of the cultural, 
social, and economic conditions and the professional issues involved 
reveals distinctive problems in school organization, in curriculum con- 
struction, in teacher training and guidance, and in administration and 
finance. Therefore, it is held that, while the difference is merely a 
difference in degree, this is great enough to constitute a difference in 
kind. It would seem a matter of practical wisdom and democratic 
justice to recognize this problem as one deserving and demanding 
special attention. 

4. This differentiation is not urged with the idea of permanent 
segregation, for our state and national programs of education must 
be organic wholes. It is urged rather for the purpose of intensive 
study in order that the rural situation may be better understood, its 
problems more effectively met, its contribution to the national pro- 
gram as a whole be realized and in order that it may be reincorpo- 
rated in the inclusive public-education program in a truer relative 
proportion to the other major phases of the whole program. 

2. What Is the Nature and Scope of the Problem? 

1. While it seems evident that the rural exodus has tended to 
select certain levels and types of intelligence, the major differences 
between rural and urban people are due to nurture rather than to 

•BogoslovAy, Boris B. The Technique of Controverep. 
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nature; that is, the distinctive charateristics of rural folk are a re- 
sult, in the main, of such facts as the limited variety and number of 
human contacts, the intimate association with living things, the meager 
contact with many aspects of our complex civilization and 80 (^ 
heritage, and the influence of farming as a mode of life upon psycholog- 
ical and social traits. 

2. It is difficult, if not impossible, to determine the characteristics 
and limits of the rural educational problem in any exact degree. It 
is impossible because whatever trait of rural life one may take, it ex- 
ists in different degrees in different parts of the country, and it varies 
gradually until it disappears or is seldom found in urban centers. 
However, if we center attention upon what might be called the modes 
of rural and of urban life, significant differences appear. 

3. It should be the purpose of social and educational research to 
determine with greater clarity and certainty these distinctive features 
by which the scope of the problem of rural education shall be more 
accurately determined. 

4. “Rural,” for practical purposes, may be assumed to include 
the open country as a nucleus, plus, to an as yet undetermined extent, 
certain more concentrated communities which should eventually be 
classified as rural or urban upon the basis of discovered characteristics. 
It is a misconception of the problem to seek to limit it to the open 
country, because the traits that are educationally significant are found 
in marked degrees in the rural town. The boundary line, however, 
will never be permanently fixed. For purposes of research, it may 
well vary with the nature of the specific problem studied. 

3. Is the Rural Educator’s Problem Inclusive or Supplementary? 

1. Should he be responsible for and concerned in all the problems 
and activities involved in the educational program for people living 
under rural conditions? An afSrmative answer here would seem to 
imply that any educational program is an integrated whole and the 
influence of the rural conditions so basic and far reaching in effect 
that it can be provided for only when the entire educational program 
is organized in relation to these factors; that is, this point of view 
would liken any educational program to a chemical compound. 

2. Or should he be concerned solely in the peculiar problems that 
arise in the total educational effort because of the special conditions 
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mder which these people live 1 This would limit the rural field to the 
peculiar rural aspects of the problem of educating rural people. This 
position seems to imply that the peculiar educational problems that 
arise because people live under rural conditions are such that they 
may be considered apart from the general program® and the conclu- 
sions added to it; that is, it would be in the nature of a physical 
addition which left the general program unchanged. 

3* While the leader in rural education may and perhaps must 
isolate the peculiar rural features for special consideration and study, 
in practical life and in practical procedure they are chemically and 
integrally organized within the total situation. The rural educator 
must, therefore, in formulating programs and in directing practice 
consider and be responsible for the entire program. 

4, What Are the Objectives of Rural Education? 

1, The general objectives of rural education do not differ from 
objectives of urban education on the same level. Both are concerned 
in realizing the maximal individual growth and self-expression and in 
promoting greater social well-being and progress through the on-com- 
ing generation. Its responsibilities are to the child and to society as 
a whole, not to the local group whose children it is educating. 

2. The specific objectives, however, the means by which the larger 
objectives are attained, will, since they are determined by the resources, 
experiences, and needs of rural children, be peculiar in part to rural 
life. For example, rural children need stress put upon certain health 
habits ; certain social attitudes fostered by rural life need correcting ; 
interests dormant because of the impoverished or one-sided environ- 
ment will need specific cultivation. 

5. Is Rui’al Education Responsible for Preserving for the Nation 
and the World Our Uhique Rural Heritage? 

1. One function of education is to conserve and transmit to the 
coming generations the meanings, ideals, and achievements of the race. 
Living in the open country has apparently tended to foster and 
strengthen in general certain traits, attitudes, dispositions, such as 

’ Attention should be here called to the fact that a genuinely general program 
does not at present exist. The present program includes any truly general features 
plus special adaptations to the urban mode. 
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independence, neighborly spirit, a calm disposition, and indnstrions- 
ness, which seem, to those who know them, to have fundamental sig- 
nificance for mankind in general and to be worthy of preservation. In 
our modem trend toward a more rapid, more crowded, more mechan- 
ized social life, these seem in danger of being lost. The far-seeing 
social philosopher and educator will seek deliberately to determine 
these significant traits, yet so little known, and to preserve the values 
for the coming generations. The rural educator who is likely to sense 
these values most clearly has a special responsibility for bringing them 
to the attention of the non-rural world. 

2. Education should seek, however, to bring to each new genera- 
tion the best from all cultures wherever these may be found in time 
or place. It should seek to make each person openminded, critical, 
and wisely selective rather than a defender of, or missionary for, any 
particular type of culture. Although it is desirable that these virtues 
be preserved for coming generations, and duly considered by the rural 
and non-rural people in forming their own life philosophies, over- 
emphasis here in the education of rural people unnecessarily sacrifices 
the rural child’s larger life to a more balanced life for others. 

6. What Responsibility Has the School for Improving 
Its Community? 

1. The major responsibility of a school to its community is to 
provide it with a group of socially minded, intellectually alert, sanely 
independent, progressive young people. If this is done, the commu- 
nity is inevitably improved, not only by virtue of the product, better 
children, but also by the very nature of the educative process; for 
this educative process, to be effective must relate to the lives the young 
people are now living and must touch upon the activities, experiences, 
resources, and neOds of the home and community far more closely 
than it has in the past. Moreover, education means a changed out- 
look, an improved manner of life. These young people must live out 
their new visions. They cannot live them out without expressing them 
in the home, on the farm, in the community where they are. If edu- 
cation does not thus modify these young people and through them 
their environment, it is not effective. 

2. Since education must be lived to be possessed, the school’s re- 
sponsibility to improve the community is increased. In order that 
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better standards of living, new ideals, and broader outlook taught by 
the school may be reinforced by the home and actually achieved by 
the pupils, the school may be compelled at times to undertake more 
directly the improvement of the cultural level of the home and com- 
munity. However, all activities fostered by the school should be so 
selected and directed as to give a maximal return to the child. What- 
ever value accrues to adults and community (and any education vital 
and significant to the child will always contribute somewhat to social 
life) must be secondary to a program which puts child development 
first. Any program which subordinates the child’s welfare to adult 
or community service is educationally unsound. 

7. What Should Be the Nature of the Rural-School Curriculum? 

1. The rural-school curriculum should be reorganized in keeping 
with the principles set forth in Part II of the Twenty-Sixth YearbooJc 
of this Society. Paragraphs 24-29 concerning “Changing Conceptions 
of Learning and of the Subject Matter of the Curriculum’ ’ have special 
significance for the rural school. Its curriculum organization and con- 
tent have been and are formal and unrelated to the life of the child, 
community, or society, while the environment abounds with vital ma- 
terial. It is organized upon the subject-matter-to-be-leamed basis 
while the child’s life has been teeming with potentially educative ac- 
tivities and experiences. The schools have been unresponsive to the 
educative possibilities of the environment. 

2. The rural school should take on the nature of a laboratory 
where children should become participators in activities and answer- 
seekers rather than answer-learners. This school should utilize as an 
integral part of its program the many varied activities and experi- 
ences in the home, on the farm, and in the community. To it children 
should bring their out-of-school activities and problems for fuller con- 
sideration. The work of the school should be so organized as to illumi- 
nate, expand, and enrich the meanings of the child’s daily experiences 
and work. The rural school finds in rural life a superior educational 
laboratory. To neglect it as we have is an educational crime against 
the rural child. 

As rapidly as possible, rural education should in its curriculum 
meet the standards expressed in the two following paragraphs :* 

* Iwmtjf-Sieeth Yearbook of this Society, 1927. Part It, ISf. 
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The curriculum should be conceived, therefore, in terms of a suc' 
cession of experiences and enterprises having a maximum of lifelike- 
ness for the learner. The materials of instruction should be selected 
and organized with a view to giving the learner that development 
most helpful in meeting and controlling life situations. Learning takes 
place most effectively and economically in the matrix of a situation 
which grips the learner, which is to him vital — ^worth while. Traits 
learned in a natural, or lifelike setting, gives promise of emerging defi- 
nitely in appropriate conduct. It is the task of the teacher and the cur- 
riculum-maker, therefore, to select and organize materials which will 
give the learner that development most helpful in meeting and con- 
trolling life situations. The method by which the learner works oul 
these experiences, enterprises, exercises, should be such as calls for 
maximal self-direction, assumption of responsibility, of exercise of 
choice in terms of life values. 

The learner must, in general, as regards any particular problem, 
conception, or solution of a problem, approximate the best available 
form of racial organization through his own personal mode of assimila- 
tion. In helping the learner to reach this approximation, the intelligent 
teacher will use the methods which have proved by previous educational 
experience to be most effective. No formulated scheme of assimilation, 
made in advance, and handed out complete by the curriculum-maker 
can of itself, be sufficient. To be truly functional for him, the process 
of assimilation must be the pupil's own. This does not, however, deny 
the effective part that the good teacher or other expert may have in 
assisting the pupil. The curriculum maker should arrange activities 
and materials so as to give the learner carefully planned assistance. 

4. In order that a suitable curriculum may be made for rural 
children, we must determine, in addition to the objectives and guiding 
principles of education in general: (a) the specific characteristics of 
the rural natural social environment which determines so largely the 
attitudes, outlook, and standards of the rural child; (b) the variety 
of available resources that may be utilized in enriching and expanding 
a child ^s experience; (c) the interests, attitudes, and standards of 
rural children themselves; and (d) practical and fruitful units of 
work for rural children of different races and age-levels. 

5. An application of the principles of the Twenty-Sixth Yearbook 
just quoted would demand special curriculum adaptation, not only for 
rural children in general, but also for Mexican children within our 
borders, for Negro children, and for the one-teacher school. 

6. Since the special problems of rural-school curricula, as in the 
case of other curricula, arise out of the peculiar situation of the rural 
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schools, and must be solved in those situations, this fact should be 
recognized and faced by the Federal Office of Education, state school 
systems, and colleges with comprehensive plans for experimental 
studies in rural education. 

7. To promote adequately its broad purposes and responsibilities, 
the rural secondary school must offer a program of studies sufficiently 
broad and varied to afford development in all desirable phases of 
growth and toward ends representing all the major aims of secondary 
education. It must give recognition to the peculiarities of experience, 
background, and social and physical environment of rural youth as 
these have bearing upon effective learning, and an understanding and 
appreciation of rural institutions and the other aspects of the rural 
environment. It must also introduce rural youth into the broader 
aspects of modern life and culture. The rural secondary school should, 
so far as facilities permit and need justifies, provide boys and girls 
vocational training in at least the major occupations of the community, 
where this training is appropriate to secondary-school levels. It is 
unjust, however, to limit rural boys and girls to vocational secondary 
schools where training in a rural vocation is a requirement in each 
curriculum offered. Because of the comparative isolation of rural 
children and the tendency on the part of certain forces to foredoom 
them to life on the farm, the rural secondary school faces a crucial issue 
in vocational guidance. In vocational guidance the school is respon- 
sible for making possible, through instruction and guidance, an intelli- 
gent choice of vocation, whether this be in country or city. 

8. What Should Be the Guiding Principles in the Program for 

Boys’ and Girls’ Club Work Fostered by the 
United States Department of Agriculture? 

1. In a democracy the worth of any institution or social agency 
is measured primarily in terms of its effect upon the health, happiness, 
and development of those directly involved in it. It is a form of ex- 
ploitation to use children as a means of promoting the efficiency and 
well-being of adults (cultural, economic, or occupational) unless this 
comes as a by-product of a program whose major purpose and value 
IS service to children themselves. 

2. On the elementary level and upon the secondary level, so far as 
these pupils have not chosen their vocations, the entire organization 
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involved in promoting club work for boys and girls sbottld be eon- 
cemed primarily with the general development of these boys and girls. 
Therefore, the entire progi'am of club work should be judged by ac- 
cepted educational values and standards. 

3. The initial purpose in the development and promotion of boys’ 
and girls’ club work was primarily to use it as a means of improving 
agricultural practices and rural life. Its purpose is becoming more 
educational, yet its organization and many of its techniques are largely 
characteristic of the earlier purpose. Critical revision of both purpose 
and practices in the light of educational criteria is needed. 

4. Since the interests, activities, and growth of the child are so 
intimately related to the home, the farm, and the community, he will 
profit much from a program which seeks the improvement of them. 
The needs of the child, however, when inclusively considered, are not 
synonymous with those of the adult. The incidental value which ac- 
crues to cliildren from the present club work must not be used to justify 
or divert our attention from its adult and vocational emphasis. 

5. If the function of national, state, county, and local leaders of 
agricultural club work is to be primarily educational, then adequate 
professional training in the principles and technique of child guidance 
should be demanded of them. 

6. If agricultural and home-making activities are to be used pri- 
marily as a ready and effective means of a generous education for the 
child, a stepping stone to a larger outlook, then the present expertness 
in the fields of agriculture and home-making on the part of agents, 
national, state, and county, and practical efficiency in the same fields 
on the part of the local leader are not enough. A generous knowledge 
of our entire social heritage is necessary in order that one may utilize 
the many leads that arise in these club activities for the maximal 
educational value for children. 

9. Should We Have Two Distinct Agencies, the Public School 
and the Organization for Boys’ and Girls’ Club Work, 
Conducting Educational Programs for Rural Children! 

1. Organizations once established tend to become formal, static, 
and conservative if not definitely opposed to change. New veilues and 
practices must frequently be fostered by new organization. While cen- 
tralizing of authority and leadership makes for immediate economy 
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and efficiency, it tends to prevent variation and progress. A progressive 
society will, then, not only permit but encourage the development of 
new organizations, with new and conflicting points of view, in order 
that out of these may be achieved a new and better program. There 
will then be a tendency to integration as each understands and ap- 
proves the other. Such integration is to be encouraged in order not 
to multiply beyond the point of usefulness the number of organizations. 

2. While recognizing the general value of independent and com- 
peting programs and the distinctive contribution of club work, the 
writer holds that an indefinite continuance of this dual program for 
children is unsound and unjustified for two reasons: (a) it is in- 
consistent with the emphasis in education upon the development of an 
integrated personality and the belief in the principles of intonated 
learning and an integrated program; and (b) the fostering of the 
club program has drawn from the rural school many of its dynamic 
leaders, and has thus weakened and retarded seriously the service and 
improvement of this major educational agency. 

3. As club work becomes truly educational, and as school work 
loses its formal, bookish, and abstract nature in favor of an experi- 
ence-activity curriculum, the two programs become alike in purpose, 
organization, and method. To the extent to which they are kept apart, 
the club activities suffer for want of enriching and broadening contacts 
they might have if closely related to the history, geography, civics, and 
science of the school; the school program likewise suffers because it 
lacks sufficient contact with the vital problems, interests, and activi- 
ties of the child’s out-of -school life. The best educational results can 
be realized only when the child’s out-of -school experiences and activi- 
ties and his in-school contacts with the rich resources of our social 
heritage are integrated into a unified program and made to supple- 
ment each other. The life activities and experiences available in his 
environment are the natural laboratory for a child’s education. To 
rob the school of this is to enforce upon it, in this day of activity 
education, a barren and ineffective program. 

4. Ideally these two educational programs should be merged and 
the responsibility be placed in the hands of the county superintendent’s 
office. To be worthy of this responsibility, rural educators need a 
new vision of education. The school has tended to formalize and make 
rigid everything it touches. It is constrained by stereotypes that seem 
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to devitalize every experience and activity, every mental adventure 
that becomes a part of its program. Herein lies the curse of the past 
and the challenge of progressive education to the rural leader. 

5. To safeguard the distinct contribution of dub work, there 
should be provided an assistant county superintendent, responsible for 
promoting this type of work and aiding the teachers to utilize these 
out-of-school experiences and problems as a basis for a real integrated 
experience-activity curriculum. Pending this ultimate solution these 
two forces (county and state school officers and state and county club 
agents) should cooperate in such a way as to provide an integrated 
program with maximal learning for the child. 

10. What Special Provision Should Be Made for the 
Preparation of Rural Teachers? 

1. The rural teacher faces problems which in nature and variety 
differ greatly from those met in the urban school. Some of these, 
such as multi-graded classes, limited teaching equipment, lack of super- 
vision are more or less temporary. Others, such as limited professional 
contact, numerous and varied community responsibilities, special prob- 
lems growing out of rural life conditions, are more permanent. These 
justify some special preparation for service in rural fields. 

2. While special preparation is advocated, prospective urban and 
rural teachers should be trained in the same institutions and follow 
in the main a common curriculum. 

3. The practice of preparing teachers for rural schools and in 
high-school training classes, county normal schools, or special rural 
normal schools was an expedient and should be abandoned. As a per- 
manent national policy it is unwise to predetermine teachers for the 
rural field either by lower certification or by limited certification. The 
first is an insult to the rural child, and the second will cause students 
to avoid the field. 

4. Greater emphasis should be given, in the general curriculum 
just mentioned, upon the consideration of the problems in the field of 
rural education for these four reasons: 

(a) Pre-service preparation should be concerned primarily with 
the problems a teacher is to meet during her first few years of service. 
Experience, supervision, and later professional study will aid her to 
meet later problems. 
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(b) A large number of the graduates from state teachers’ colleges 
who ultimately teach in the city begin their teaching experience in 
rural or village schools. Many cities not only have their own local 
training schools, but also demand from other applicants experience 
as a prerequisite for teaching in their systems. This, in the main, 
must be got in small villages and the open country. 

(c) Its problems for the teachers in the one-teacher schools are 
admittedly more difficult. 

(d) Supervisory assistance is practically unavailable. The be- 
ginning teacher in the city has careful guidance in making necessary 
adaptations. 

5. Each state teachers’ college or certain designated state teachers’ 
colleges should provide, in addition, specific preparation for those who 
wish to teach in rural fields equal in every respect to that provided 
for prospective urban teachers. 

6. The preceding statements assume a continuance of the present 
unintelligent and undemocratic placement of teachers. A fundamental 
revision is necessary for any permanent solution. Since the rural 
school presents so many difficulties that have been so little studied and 
for the solution of which so little help is available, and since rural 
people are most in need of a cultural educational program, only those 
teachers who have demonstrated superior ability, initiative, and power 
of leadership should be permitted to teach in rural communities. The 
state by additional pay and other forms of recognition should make 
these positions attractive. 

11. What Professional Leadership Shall Be Provided for 
Eural Schools! 

1. Leaders, on the several levels in the rural field, should be as 
adequately prepared for dealing with their problems as are the lead- 
ers for similar levels in the non-rural field. 

2. The practice of selecting county superintendents by political 
methods is an obstacle to securing professional leadership of merit 
and is to be condemned. 

3. Efficiency in administrative and supervisory service demands 
that the unit of organization be large enough to justify the provision 
of expert leadership in each field. 

4. Since effective supervision of elementary schools requires spe- 
cial fitness for that work, every county or similar unit should wherever 
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possible provide an expert in elementary-school curriculum and 
practice. 

5. A program of supervision for rural schools should be a coopera- 
tive undertaking between the building principal and the county and the 
state supervisory forces. The distribution of responsibility must be 
adjusted to special fitness for leadership and time made available for 
supervisory service. The degree to which the principal is charged 
with the full responsibility of supervision must be determined by ex- 
isting conditions, such as the requirement of teaching by the principal, 
the necessity for combined responsibility for both elementary and sec- 
ondary levels, and the salaries possible to provide for principals. In 
very few cases is it to be expected that the principal of a rural con- 
solidated or village school can fully discharge the supervisory duties 
needed by that school. Smaller schools of one, two, and three teachers 
have no principal. The supervisor is then, in the rural situation, an 
agent with relationships and responsibilities differing in many re- 
spects from those characterizing urban supervisors, upon whose func- 
tions our present theory of supervisory relations and programs have 
largely been built. The rural-school principal must, however, increas- 
ingly bear an important share in the function, and to this end fitness 
to lead in the study of educational problems on both elementary and 
secondary levels should be demanded as a prerequisite. The tendency 
to advance to this position a high-school teacher who knows little about 
the elementary-school practice or a person trained primarily in ad- 
ministration, with minor attention to modern classroom standards and 
practice on either level, is unsatisfactory. 

6. The readiness of people in rural education to utilize the rural 
field as a stepping stone to other positions is to be regretted. The in- 
difference of urban leaders to the existing level of educational facili- 
ties, standards, and leadership, arid the willingness to use this as a 
training ground for their future teachers, principals, and supervisors 
is an indication of their lack of thoughtfulness. 

12. What Place Has the ‘Visiting Teacher' in Rural Education t 

1. The movement to provide visiting teachers in rural schools is 
to be commended in so far as it is recognition of the significance of 
the home and community environment as a force in the child's edu*^ 
cation, the complexity of the problem of school attendance, and the 
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subtle nature of the task of guiding the intellectual, emotional, and 
social development of the child. 

2. The maximal service of this movement will depend upon the 
extent to which it strengthens the present educational organization 
by increasing the consciousness and understanding on the part of 
school people of the social and psychological factors in educational 
progress and by making available clinical and social service. 

3. There is danger that this new movement, as an independent and 
separate program, will actually operate, through the enthusiasm of its 
advocates, the appeal of the new, and the emotion-stirring quality of 
its problems and data, to deplete the financial resources available for 
school work, detract from its leadership, and further retard its prog- 
ress. When a visiting teacher program is initiated, it should be a 
part of the state and county educational organization. Its program, 
moreover, should be most intimately related to the activities program 
of the school. Its allegiance should be to the educational organization : 
its purpose should be the further enrichment of child life. 

4. Here, as in club work, is a challenge for rural teachers, princi- 
pals, and superintendents. If we do not extend our vision and pro- 
gram to meet these problems, another agency more dynamic, more 
sensitive to life and its needs, will and should take the work over. 

13. How Shall the Rural Schools Be Administered? 

1. The effectiveness of administrative methods and procedures is 
to be measured by the degree to which they aid in attaining educa- 
tional objectives. 

2. It is to be expected that as scientific method is employed in the 
study of administrative problems, the factors influencing the effective- 
ness of various methods and procedures will enable us to indicate some 
as generally superior to others. In many phases of administrative 
work, however, our studies are far from conclusive. For example, we 
cannot yet be certain which of several types of local districts, for ex- 
ample, consolidated, .community, township, and county, is superior. 
While each of these appear to have definite advantages over such dis- 
tricts as the common-school district and the union high-school district, 
it would seem that the particular type to be preferred will depend 
upon the situation in a particular state. Therefore, until all possible 
types of local districts have been more scientifically evaluated, varia- 
tion in practice is to be desired. One of the pressing needs to be 
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cared for in the rural areas is a complete elementary and secondary 
program of adequate scope and quality available to all. This can 
come only through some type of larger unit than now prevails in 
most states. 

3. Existing data show that, in general, consolidated schools are 
superior to small schools, especially to those having one teacher. This 
superiority, is, however, not inherent in most particulars. The small 
school may, when proper facilities are provided, give desired growth 
to pupils in as great degree as does the consolidated or other type of 
larger school. Consolidation, therefore, should be considered not as 
an end in educational administration, but as a means for providing 
those conditions that influence child development — superior teaching, 
a broad and well-planned curriculum, longer school term, and the like. 

4. In a few places, the city-county organization, whereby the city 
and county are combined into one district, has developed. In view 
of our limited experience with this type of local unit and the almost 
complete lack of comparable data, no definite judgment regarding it 
is at present warranted. Its desirability, from the point of view of 
the education of rural children, should be determined by such ques- 
tions as the following: Does it tend to provide a type of curriculum 
suited to the needs of those children living in the rural areas of the 
city-country district? Does it encourage the conservation of the de- 
sirable elements in rural life as they affect child development! Do 
the people in the rural areas of the district have a real voice in the 
determination of educational policies? Does the professional leader- 
ship of the district have a sympathetic understanding of rural life 
and of the educational problems of rural people ? Our tentative judg- 
ment is that this organization may be desirable under some circum- 
stances and not under others, depending upon the degree to which 
the points suggested are taken into account. 

5. Although progress in the education of rural children depends 
in great measure upon the educational progress of the parents, and 
although maximal progress of parents will be secured only by giving 
them responsibility and by securing their active participation in the 
problems of community betterment, yet education is so vital to na- 
tional security and child welfare that responsibility for it should not 
be left entirely upon the local community. The state must bear an 
important share in the burden through the establishment of minimal 
standards and through the exercise of intelligent, aggressive leader- 
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ship. The best method of organizing the resources of the state to deal 
with the educational problems of the rural areas remains to be de- 
termined. 

6. Except where the county or other area comparable to it in 
size and influence is the local district, an intermediate unit appears 
to be desirable. Such a unit may ; (1) provide a better type of leader- 
ship than can ordinarily be secured in the constituent districts, (2) 
perform certain functions of control not practicable in the local unit 
that yet need not be referred to the state, (3) assist in equalizing the 
burdens and opportunities of education when adequate state financing 
is not in effect, and (4) provide certain special forms of service not 
possible in the constituent districts. In very few states is any one 
of these functions now exercised to the degree and in the manner to 
be desired. 

14. What Provision Should Be Made for Eural Adult Education? 

1. A definite and comprehensive program of education for rural 
adults should be provided not only because the level of culture in the 
rural community determines so largely the outlook, attitudes, achieve- 
ment, and intellectual efficiency of the rural child, but also because, 
limited as the adults are in stimulating social contacts and service 
agencies, their own achievement and progress is seriously lessened. 

2. While a program should be relatively informal and relate 
specifically to the interests and needs of the group, it should touch all 
aspects of life, cultural as well as vocational. 

3. The present offerings of the Department of Agriculture in its 
extension program, the offerings of the public school, of universities, 
and of volunteer agencies should be so organized as to prevent over- 
lappings and conflicts and to secure maximal service for the rural 
adults. The present confusion means inefficiency. 

4. Since a program for adult education fostered by the Depart- 
ment of Agriculture would not detract from the efficiency of any 
legally authorized agency for education (as is true on the elementary 
and secondary level), it seems immaterial whether the major com- 
prehensive program be provided for adults by extending the existing 
program for vocational education so as to serve all the legitimate 
educational needs of rural adults or whether such a program be pro- 
vided by extending the services of the public school. Experience 
alone can decide which form of service offers greatest promise. 













